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ABSTRACT
LEADERSHIP TRAINING IN SPECIAL EDUCATION:
A CASE STUDY OF THEORY INTO PRACTICE
January I, 1977
Betty Ann Vandersluis, A.B., Western College
M.A.
,
University of New Hampshire, Ed.D., University of Massachusetts
Directed by: Professor Kenneth H. Blanchard
This study documents the implementation of theory into practice
that occurred through the integration of two college courses in the
social sciences, a class in leadership theory and a practicum experience
at a summer day camp for mentally retarded children. The primary goal
was to provide the college students with a meaningful educational ex-
perience through the successful application of classroom theory. The
secondary goal was to improve the mentally retarded campers' everyday
living skills.
The events of the study occurred during the summer of 1972 on
the Franklin Pierce College campus in Rindge, New Hampshire, and at the
camp site in Peterborough, New Hampshire. A case study method of re-
search was used. The specific needs analysis, motivation, leadership,
and special education material (presented in the class to be implemented
at the camp) is described. The evolution and major events of the case
study are reported in chronological order and later summatized and
analyzed for major trends. Descriptive and quantitative data ort instru-
tor and student leadership styles, camper improvement, student perform-
ance, and student reactions to the experience were also collected.
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Analyses of data on changes in leadership, on student performance,
and on changes in the camp situation indicated that the study was well-
implemented and, in terms of student behavior, successful as an educa-
tional experience. Data on student reactions showed that the students
felt the experience was educational and valuable. As a group, campers
improved significantly on each of twelve behavioral categories. Indi-
vidually, sixteen out of eighteen campers improved significantly on the
overall behavioral scale.
The success of this study suggests further attempts to integrate
theory and practice in the study of the social sciences. It also im-
plies that the particular blend of leadership and other theories imple-
mented could be put to larger use in the field of special education.
Finally, the study was such a powerful growth experience for all partic-
ipants, its repetition can be recommended for this reason alone. The
author suggests modifications and alternative research designs for
further study.
ix
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CHAPTER I
INTRODUCTION
...an innovation is not necessarily 'new' in the sense that
it has not been tried before. The basic innovation may be a
return to a method or procedure that is 'old' in the sense
that it has been used before. Usually, however, there are new
components." (Heywood, 1965, p. 108)
Throughout history, humans have endeavored to teach their
young the values of their cultures so that these values might be per-
petuated. How to teach has always been a question. Today, the
problem is compounded by the increasing volume of accumulated knowl-
edge on the questions, "what to teach?" and even "whom to teach?"
Educators are now faced with a three- fold question: "how, what and
whom?" Finding answers to these questions has become increasingly
critical.
As Heywood has suggested above, answers to the "how " question
may not be found in completely "new" practices, but in ones that use
"old" methods or procedures in new ways. This dissertation concerns
itself with an attempt to integrate theory and practice in a combina-
tion of courses designed to help develop undergraduate students as
potential leaders in special education. Traditional theoretically-
based classroom instruction has been combined with an experienced-
based practicura.
2Background of the Problem
Theory vs. practice in the social sciences
The importance of blending theory and practice, particularly
in the social and behavioral sciences, has been emphasized by Elton
Mayo (Mayo, 1945) as long ago as the early 1940' s. He has proposed
reasons for the imbalance between the development of technical skills
and that of scientifically-based social skills in our society. Ac-
cording to Mayo, a significant part of the problem may be traced to
the difference between the approaches of "the successful sciences"
(chemistry, physics, and biology) and "the unsuccessful sciences"
(psychology, sociology, and political science). The former are
"successful" (i.e., have had a tremendous impact on our society) be-
cause they teach two kinds of knowledge which William James has
called, "knowiedge-about" (theory) and "knowledge-of-acquaintance"
(practice) (James, 1890, Vol. 1, p. 221). This simple distinction is
exceedingly important. "Knowiedge-about" is the product of reflec-
tive and abstract thinking. "Knowledge-of-acquaintance" comes from
direct experience with facts and situations. Mayo has suggested that
chemistry or physics is successful because the student or practitioner
is given the direct experience (practice) of using "knowiedge-about"
(theory) in the laboratory. On the other hand, the unsuccessful
sciences "do not seem to equip students with a single social skill
that is usable in ordinary human situations. . .no continuous and di-
rect contact with the social facts is contrived for the student.
(Mayo, 1945, p. 20).
Theory vs. practice in special education training
How does this all apply to training teachers and leaders in
special education? Teacher education and special education programs
are sometimes attacked for not really training teachers or leaders.
An overview of teacher training would probably reveal that instructors
tend to emphasize either theory or practice with little, if any,
integration between the two. While pure theory courses are interest-
ing and challenging to individuals preparing for graduate teaching or
research, they are of little use to practitioners who must learn to
apply theory in real situations. Similarily, methods courses with
little theoretical content are of questionable value, especially when
they degenerate into "show and tell" sessions ("This is the way they
did it at my school...") in which students are encouraged and per-
mitted to generalize from a population of one, their own experience.
The former courses often bore potential teachers and educational
leaders, while the latter merely reinforce each individual's own
narrow thinking. Neither of these experiences is very beneficial or
educational. It seems to this author that if teachers and leaders in
special education are to cope effectively with the "real world" situ-
ations in which they must practice, there must be a blending of theory
and practice in our training programs.
Innovations in the liberal arts college
Just as educational institutions at other levels have been ex-
perimenting with concepts like open classrooms, ungraded schools,
schools without walls, etc., the liberal arts college has been
6attempting to adapt itself to meet the challenges of a changing so-
ciety. No longer does today's youth embrace the protected four years
in the "ivory tower" to absorb "knowledge." Young people are now im-
patient to put their perceptions to constructive use and bored with
the dry. "irrelevant." often- repeated lectures of many of their pro-
fessors. Students are asking big questions about themselves and the
world and, all too frequently, not finding answers in their education.
Although we stress the need for a "higher education," we are still
graduating many "educated morons," i.e., students who have accumulated
theoretical knowledge but, who lack the ability or sensitivity to
apply it.
Brick and McGrath (1969) have made a survey of over 928 liberal
arts colleges to explore the evolution of recently implemented innova-
tions. Their investigation was based on the philosophy that:
"The faculty needs to design a total environment on campus to
achieve effective learning, keeping in mind that learning de-
pends only on what the student docs, and not (except indirectly)
on what the teacher does; learning depends on what the student
does outside of the classroom as well as within; there are
ascertainable and definable differences between rote and mean-
ingful learning." (Brick and McGrath, p. 2)
While their research was primarily concerned with the curriculum, they
also attempted to assess changes in other areas. They included ques-
tions on new instructional methods, the position of students on
campus, and any recent reorganization or restructuring of the college
in question.
The results of this study indicate that liberal arts colleges
have introduced innovations in many areas, ranging from the introduc
5tlon of teacher evaluation by students and student Input on the hir-
ing of faculty to renovations of living accommodations for the stu-
dents. The number and nature of innovative practices varied among
the colleges surveyed. This variation was related to differences In
affiliation, reputation, length of establishment, and overall philoso-
phy of the various colleges.
Dressel echoes the philosophy of Brick and McGrath with:
"Each College must determine the extent to which it will re-
spond to the common needs of all students or to the individual
needs of each student. Institutions of higher education must
also determine the range of individual needs for which they
will accept responsibility- , *e.g,
,
intellect only, or general
health and personality development as well." (Dressel, 1968
p. 31-32)
This philosophy is further supported by Stanford:
"The kind of excellence that matters most for the college stu-
dent today is excellence as a person. .. .Theoretical psycholo-
gists and practical educators would probably agree that com-
plexity and wholeness are the marks of the highly developed
man. By complexity we mean that his personality has developed
a great number of different parts, each having its own special-
ized functions; and by wholeness, that his many parts are in
close communication with one another, and can, without losing
their distinctness work together to serve larger purposes."
(Stanford, 1968, p. 17)
Throughout some twenty years as an educator this author has
attempted to bridge the gap between theory and practice in a meaning-
ful way. During the last ten years, these efforts have been directed
toward the undergraduate students at Franklin Pierce College, an in-
stitution which was established to meet some of the challenges of the
times.
6Co lie Se : college philosophy
"Franklin Pierce College was founded in 1962 on the assumption
that a Liberal Arts College which emphasized the process of learning
how to learn, would meet an educational need of the times "
(DiPietro, 1971, p. 17). Apparently no method for transmitting values
to college students has ever been explicitly stated. Many colleges
seem to assume that values come to students automatically. At
Franklin Pierce College, the founder felt that the "learning how to
learn" method would enable the student to develop values of his or
her own. Traditional patterns of curriculum, faculty, student and
campus would be retained, "but the academic objective was concern
for assisting the student to set his own goals and develop ideals for
learning how to live and make the right choice" (DiPietro, p. 20).
He continues by explaining that:
"...the founders' underlying assumption was that college-age
youth needed to obtain and sharpen the tools for the process
of learning, rather than solely master subject matter during
the college years. These tools plus the resultant learning
would help them to meet the challenge of the times, ...it was
concluded that if a learning climate that would be inspira-
tional to the college student was one method of offering new
directions, emphasis in a Liberal Arts curriculum would have
to be placed on:
1. The Learning Laboratory providing resources, books,
learning aids, laboratories, field experiences, and
faculty as resource people (in addition to being
classroom teachers)
.
2. Learning How To Learn . Diagnosing the students' learn-
ing strengths and deficiencies with an accompanying
remedial and development program.
3. Inquiring and Discovering . Continuing emphasis in the
curriculum on how to iearn by the use of the available
resources." (DiPietro, p. 63)
7The president s ideal was to establish an environment of re-
sources which would enable the student to "engage in inquiry and dis-
covery." The liberal arts curriculum was to provide a laboratory
through which students could develop learning skills which would
allow them to continue, a quest for knowledge in any discipline. The
institution was envisioned as a kind of catalyst or vehicle through
which students would learn to explore and select those areas of
knowledge which were meaningful to them and their lives. Students
would select a major field of study but not to the exclusion of a
broad and well-planned liberal arts education.
An in-depth survey (Vandersluis
,
1972) of Franklin Pierce
graduates revealed their perceived needs in retrospect. Two of the
strongest needs were for: (1) greater emphasis on field experiences,
which they had found most helpful in learning to apply classroom
theory to life encounters, and (2) more formal preparation for work
in special education, a field which many graduates had chosen to
enter. The results of this study provided the motivating force for
the development of a learning experience in special education which
combined theory and practice. This dissertation is about the develop
ment and results of such an experience.
Purpose of the Study
This study records the process of an attempt to blend the
theory and practice of social science in higher education through the
integration of two college courses, a theory course in leadership
and
8a praeticum experience in special education. The primary goal of the
study was to offer the students in these courses a unified learning
experience which combined relevant knowledge with the opportunity to
practice this knowledge in a "real-life" situation. The secondary
goal was to provide an opportunity for growth and development for the
retarded children with whom the students worked in their praeticum.
The author predicted that:
1) the students would demonstrate behaviorally that they were
both learning and practicing the theory presented in the classroom,
2) the children would show significant improvements in their
everyday living skills over the course of the study, and
3) the students would report positive feelings about the ex-
perience at the end of the study, including the feeling that they had
grown and learned a great deal.
Significance of the Study
This study is significant in that it records the process and
results of blending theory’ and practice in teaching a college-level
social science. The success of the study has implications for higher
education in general, but especially in the social and behavioral
sciences where "practice" is so accessible and so essential. The data
on the process are useful to anyone wishing to attempt a similar inno-
vation in col lege- level instruction.
The study is also significant in two other respects which are
related to each other. First, the success of the study has implica-
9tions for the general validity and utility of the theories implemented,
particularly for the most heavily-used model, the llersey-Blanchard
Life Cycle Theory of leadership. However, in a case study which uses
a blend of theories, it is largely impossible to sort out which
successes can be attributed to the application of which theories. It
is safer to say that a high degree of success in this study would in-
dicate that the particular blend of theories used was relevant and
valid for the situation. This study, then, is also significant in
that it provides data on the utility of a particular blend of theories
for work with retarded children. This has implications for the field
of special education, and particularly for the training of special
education teachers.
The study is also significant in a fourth respect which is more
humanistic than scholarly. It afforded both the students and the
children a unique opportunity with tremendous potential for personal
growth and fulfillment for everyone involved.
Design of the Study
This study has been formulated and evaluated through the follow-
ing steps:
1. The theories that were implemented have been specified
and reviewed.
2. The process by which the theories were put into practice
has been documented.
Specific behaviors of the students which seemed indicative
of the internalization of theory have been identified.
3 .
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4. The effects of the process on the students, particularly
effects related to the behaviors identified in (3) above,
have been recorded.
5. Specific behaviors of the children which seemed indicative
of developmental improvement have been identified.
6. The effects of the process on the children, particularly
effects related to the behaviors identified in (5) above,
have been recorded.
7. The extent to which the study achieved its goals has been
determined.
8. Implications of the study have been suggested and recom-
mendations made for the further application of similar
blends of theory and practice.
The case study app roach
Walton (1972) has pointed out many of the advantages and at-
tributes of the case study, several of which fully support the.
author's choice of this approach. He has given central importance to
the understanding of the processes through which change occurs. As
compared to the experimental method, which measures only input and
output, the case study approach also provides data on "through-put."
He implies that a thorough understanding of "through-put" could fully
supplant the need for the control groups used in experimental method-
ology.
Walton further points out that a case study can serve as a
powerful learning experience for the reader in a way unmatched b)
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other types of scholarly papers. A well-written case study "allows
the reader to identify with persons or place himself in role positions
in the situation" and "captures the affective moods and other dynamic
properties of the unfolding situation" (Walton, 1972, p. 77). The
case study also avoids the tendencies toward depersonalization and
the mystification of the behavioral scientist's role which are usually
apparent in purely theoretical, technical, and experimental approaches
(Walton, 1972)
.
Times and locations of the study
This study was implemented in the summer of 1972. It grew out
of a summer course in leadership instructed by the author at Franklin
Fierce College in Rindge, New Hampshire. All classes were held in
the assigned classroom on the campus except for the two marathon
sessions which took place in the instructor's home. The practicura
experience occurred at a small day camp for mentally retarded children
in nearby Peterborough, New Hampshire.
Summer session officially began on July 3 and was scheduled for
six weeks until August 12. At the request of the students, an extra
week of classes was scheduled after the end of the summer session and
the last class actually met on August 17. Camp started one week later
than classes on July 10 and ran for six weeks until August 18. Par-
ent's Day occurred on August 20, the Sunday after the end of camp.
Camp was held from 8:30 a.m. to 12:30 p.m. each weekday and regular
class meetings were re-scheduled from 4:00 p.m. to 7:00 p.m. Tuesdays
and Thursdays to accommodate the students. The two Saturday marachon
12
sessions were held from 9:00 a.m. to 5:00 p.m. on July 22 and
August 5.
Population of the study
The five students who were enrolled in both the leadership
course and practicum experience at the camp were all white males be-
tween twenty-one and twenty-five years of age. Their backgrounds are
described in conjunction with descriptions and analyses of their be-
havior in Chapters HI and IV. Three other students in the leader-
ship course helped sporadically at the camp but, because they were
much less involved than the core group, they are not considered in
this study.
The number of children present at the camp varied from day to
day depending on weather conditions, family vacations, and other
factors. Although there were as many as thirty present at one time,
this study concerns itself only with the eighteen who attended regu-
larly and whom the students felt they knew well enough to observe
changes in their behavior.
The campers ranged in age from three to twenty-one and were
retarded to varying degrees. The six oldest campers (over sixteen)
had been and were attending the Monadnock Sheltered Workshop (de-
scribed in Chapter III) as well as the camp. The mental ages of these
six ranged from six to eight years. Although there was very little
information available on the twelve campers who were not attending
the Workshop, it appeared that the majority of these children were
also within the "educable" or "trainable" range of intelligence since
13
most seemed to be suffering from "mild" or "moderate" degrees of re-
tardation. There were several Mongoloids in the group and several
others with physical handicaps in speech, gait, coordination, and
motor skills. Those with speech problems were generally able to com-
municate their thoughts and desires in a limited fashion. There was
wide variation in their socialization and self-help skills.
Though the children came from a variety of home settings, most
came from rural homes (many of which could be called "shacks") and a
majority were from single-parent or foster homes. Since the commun-
ity had an excellent recreation program, it can be assumed that these
children were excluded because of their exceptional nature and had no
other place to go.
In later chapters when the students and the campers are men-
tioned individually, only their first names are used to protect their
anonymity
.
Collection of the dat a
Although much of the information presented in this study is in
the form of a situational overview, some of the data are related to
specific participants in the study. Data on the instructor/author's
behavior are relevant only to the implementation process and are not
considered on outcome of the study. Data on both students' and
campers' behavior represent major outcomes of the study and are also
relevant to an understanding of the implementation process. Each of
these three sets of data was collected in a variety of ways. The
following descriptions of the methods used make clear to which set
14
or sets of data each method contributed.
Observations by the author
. The author maintained records of
both her observations at camp and j.n class. Her lecture notes served
as a record of the presentation of theory in class. She made tape
recordings of the marathon sessions and kept notes on discussions and
change processes in the regular class meetings. Her notes from class
and the tapes are primarily related to the students but also contain
occasional self-observations. Since students frequently discussed
camp problems in class, a small portion of the data on the campers
also comes from these notes.
The author also made periodic visits to the camp which usually
lasted the entire morning. Her observations of both students and
campers were recorded in summary form immediately after each visit.
Student logs . Each student recorded a summary of the morning's
experiences daily. Their logs served the author as a central source
of data on the campers and, indirectly, on the students.
Leadership style questionnaires and ratings . Data on the in-
structor/author's leadership style in class include self-ratings from
the second and sixth weeks of camp on two standard questionnaires,
the Managerial Grid (Appendix A) and the Leader Opinion Questionnaire
(Appendix B) . Students rated the instructor's style according to the
Hersey-Blanchard Life Cycle Theory retrospectively at four points over
the seven weeks of class (no. 11 in Appendix K) .
The students rated their own leadership behaviors with the
cond and sixth weeks of camp on both the Mana-campers during the se
15
gerial Grid and the Leader Opinion Questionnaire. At the end of camp
they also rated their final styles with the campers according to the
Life Cycle Theory (no. 6 in Appendix H) . Data on the camp director's
leadership style with the other students include second and sixth-week
ratings by the other students on the Leader Behavior Description
Questionnaire (Appendix D)
,
a variation of the Leader Opinion Ques-
tionnaire.
Camper Growth Record
. The Growth Record (Appendix F) is a
five-point rating scale which was jointly developed by the students.
The behavioral categories included were chosen to be representative
of areas in which the children needed improvement. Each camper was
rated weekly by the student assigned to work closely with him or her.
A full description of the group process of developing this form,
reaching agreement on the meaning of the various categories, and
checking for rating agreement among themselves is contained in
Chapter III. The scale, however, has not been formally tested for
reliability or validity.
Concept Clarification Exercise . The author gave this test
(developed by one of the authors of the course text as a study guide,
shown in Appendix 1) to the students as a midterm examination. Their
scores were considered indicative of their knowledge of the theory
presented in the class which was to be implemented at the camp.
Student course evaluations . Students completed two course
evaluations (developed by the instructor, shown in Appendices J and n)
during the last class meeting. Their overall evaluation of this blenu
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of two courses and their answers to specific questions about their
own growth and learning constituted a major portion of the data on
student reactions to the experience. (Question no. 11 in Appendix K
was used as data on the instructor's leadership style.)
Student Self-hvaluation
. Students also evaluated themselves
during the last class. They used an instrument which they had de-
veloped as a group (shown in Appendix H) . Responses to one question
(no. 1) were considered indicative of their overall reactions to the
experience whereas other responses (no. 2 - no. 5) were used in eval-
uating their performance. (Question no. 6 was considered with other
data on the students' leadership styles.)
Analysis of the data
Much of the descriptive data from student logs and the author's
notes has been organized into narrative form in the chronological
reporting of the major events of the study. The analytical treatment
of the descriptive data, however, has been integrated with the anal-
ysis of the quantitative data. As the quantitative data were anal-
yzed, related elements of the descriptive data were simultaneously
examined for a total understanding of each aspect of the case study.
The analysis of the case study data was organized around the
Hersey-Blanchard formula for understanding any leadership situation:
"the leadership process is a function of the leader, the follower, and
other situational variables" (Hersey and Blanchard, 1972, p. 68).
This study involved leadership processes on three levels: the in-
structor's leadership with the students, the camp director's leader-
17
ship with the other students, and the students' leadership with the
campers
. After all these leadership processes were examined, the
overall camp situation was analysed, and changes In camper behavior
were then studied. After this thorough analysis of the situation
through leadership theory, data on both student performance and stu-
dent reactions to the experience were examined in an attempt to eval-
uate the study as an educational experience.
The hypotheses presented earlier in this chapter (under
"Purpose of the Study") were examined within the above framework. The
first ("that the students would demonstrate behaviorally that they
were both learning and practicing the theory presented in the class-
room") was examined partially in the analysis of the students' leader-
ship styles and partially in the evaluation of student performance.
The second ("that the children would show significant improvements in
their everyday living skills") was considered against the data on
changes in camper behavior, the last step of the situational analysis
through leadership theory. The third ("that the students would re-
port positive feelings about the experience, including the feeling
that they had grown and learned a great deal") is checked against the
data on student reactions which were part of the final evaluative
analysis
.
Limitations of the study
All the data in this study consist of observations and ratings
by individuals who were very much involved in the implementation of
the study. For example, the instructor/author's observations of the
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camp situation may have been somewhat biased by her hope that the
study would be successful. Students' ratings on camper growth could
have been similarly affected by the students' investment in seeing
improvement. These possible biases may have inflated the apparent
success of the study.
On the other hand, the apparent success of the study may have
been reduced by time limitations. The campers were in contact with
the students only four hours a day for six weeks. This is a very
small amount of time for effecting change in retarded children.
The generality of the study's findings is somewhat limited by
the size and homogenenity of the two populations observed: five
white male students, aged 21-25, from one private liberal arts col-
lege and eighteen mentally retarded children most of whom were from
low income, rural homes in one semi-rural New England community.
Furthermore, control groups of similar populations of students and
campers implementing no theory or other theories would have been nec-
essary to determine the exact effect of the blend of theories imple-
mented.
The reliability and validity of the instruments used to gener-
ate the quantitative data are questionable to varying degrees. Even
the "standard" instruments used (the Managerial Grid, Leader Opinion
Questionnaire, and the Leader Behavior Description Questionnaire),
though less questionable than the other "home-made" instruments, have
the limited precision that is common in tests of this type. Also,
there is often reason to question the validity of self-rating , a
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technique used to gather many of these data.
Organization of the Dissertation
Chapter I has provided an introduction to the study and has
described the methodology used. Chapter II presents a description of
the theories on needs analysis, motivation, leadership^and special
education which were presented in the class and implemented at the
camp. Chapter III documents the course of the case study and the
process through which the blending of theory and practice occurred in
both the class and the camp. In Chapter IV, the data from the case
study are analyzed. The final chapter summarizes the results of the
analysis of data, presents conclusions, and suggests the implications
of the study.
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CHAPTER II
A DESCRIPTION OF THEORIES
This chapter describes the theories which were implemented in
this study much as they were presented to the class. The actual im-
plementation of these theories in the camp situation is described in
"The Chronological Reporting of the Case Study" in Chapter III.
The four areas of theory presented are: needs analysis, moti-
vation, leadership, and special education. The leadership material
represents the core of the student's workshop learning experience.
In planning the course, the author had prepared to present needs
analysis and motivation theory as supplementary material. Needs
analysis seemed useful as an aid to understanding any organization.
She also felt that a more thorough coverage of motivation than that
contained in the textbook (Hersey and Blanchard's Management of
Organizational Behavior
,
2nd ed.) would aid in the students' under-
standing of individuals within organizations. The need for special
education material became clear as soon as the camp practicum experi-
ence was added to the course.
Needs Analysis
The specialized field of educational evaluation grew out of the
1965 Title I and Title III programs of the Elementary and Secondary
Education Act. Literally every school district in the country was
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required to evaluate Its programs to qualify for its share of the
billions of dollars available from federal, state, and foundation
sources. Up to that time, no generally useful systematic techniques
for educational evaluation had been developed.
"Contemporary thinking about the nature of administration, both
within and out of education, places decision-making in a central posi-
tion... as the key function or activity of administrators" (Owens,
p. 90). Ideally, needs analysis and evaluation in education serve
the educational administrator as aids in decision-making. Unfortun-
ately, educational evaluations have very often provided little help
to decision-makers for improving the programs being assessed.
Stufflebeam has defined evaluation as a formal means of provid-
ing information through the use of criteria, measurement, and sta-
tistics to supply a rational basis for the judgments inherent in de-
cision situations. He says simply, "Evaluation is the science of
providing information for decision-making" (Stuff lebeam, July, 1968,
p. 6). He has identified four types of decisions for which evalua-
tions are needed as well as the functions of each decision situation
in education. The following information is also summarized graphi-
cally in Figure 2.1:
"Planning decisions are those which focus on needed improvements
by specifying the domain, major goals, and specific objectives
to be served. Programming decisions specify procedure, personnel,
facilities, budget, and time requirements for implementing
Pi anned activities. Implementing decisions are those made in
directing programmed activities. And, Recycling decisions in-
clude terminating, continuing, evolving, or drastically modify-
ing activities." (Stuff lebeam, January, 1968, p. 30)
Evaluation is generally defined by educators as the process of deter-
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mining the extent to which objectives have been achieved. Dresscl
(1971) has outlined considerations for setting objectives and develop-
ing criteria:
'Criteria need to be established if objectives are to be eval-
uated. In developing criteria.
.. (1) Objectives would facilitate
communication between and within levels. It is also important
when stating objectives to pay particular attention to the verbs
used. Input objectives involve verbs such as 'provide, estab-
lish and create. ' Process objectives involve verbs such as
'generate, identify and demonstrate.' Output objectives gener-
ally describe performances in gerund forms such as 'yielding,
resulting or producing.' (2) Objectives should consider long-
range and short-term feasibility .. .Those involved should be
able to accomplish program or personal objectives in a reason-
able length of time. (3) Objectives should be adaptable to
meet changing needs, i.e., a change in an input objective
causes changes in process and in objective, and vice versa.
(A) Objectives should reflect characteristics of the enfironment
including curriculum, type of control, race, sex and region
served... (5) Objectives should consider behavioral, social, and
mechanical interaction... (6) Objectives must have implications
for policy. However objectives are stated, they must have im-
plications for the policy of the institution and its purposes"
(Dressel, pp. 107-108).
Dressel's comments provide a useful background for understanding
the two models for educational evaluation that were used in this study:
the CIPP (Context, Input, Process, Product) evaluation method and the
EPIC model (Evaluative Programs for Innovated Curriculum).
The CIPP evaluation model
Daniel Stufflebeam and his associates at the Ohio State Univer-
sity Evaluation Center worked for over two years developing evaluation
techniques for projects funded under Titles I and III of the Elementary
and Secondary Education Act of 1965. After he identified the four
types of decisions for which evaluations are needed (described
earlier
and shown in Figure 2.1), he developed an evaluation method
for each
type of decision. These four methods or stages of evaluation are shown
in summary form in Figure 2.2 and described fully in the following sub-
sections
.
Context evaluation. This method is used in the planning stage
of a project. The major objective is "to define the environment where
change is to occur, the environment's unmet needs, problems underlying
those needs and opportunities for change" (Stuff lebeam, July, 1968,
p. 7). In other words, an attempt is made to identity all "the poten-
tial dilemmas which prevent the achievement of desired goals and
thereby result in the existence of needs" (Stufflebeam, July, 1968,
p. 7). Once this information is collected, organized, and analyzed,
it is possible to investigate the opportunities available for change
and then to establish program goals and objectives.
Input evaluation
. This stage helps the administrator to deter-
mine the best way to utilize available resources to meet the goals and
objectives identified during the context evaluation. The process in-
volves the identification and assessment of relevant strengths and
weaknesses in terms of the learners, the proposed program or curriculum,
the staff, the organization, existing policies, finances, physical
facilities, and school-community relations. Given this information,
alternative strategies or designs are assessed for their probable ef-
fectiveness in achieving program goals and objectives. "The end prod-
uct of input evaluation is an analysis of alternative procedural de-
signs in terms of potential costs and benefits" (Stuff lebeam, January,
1968, p. 3). Input evaluation also provides information for deciding
whether outside assistance is needed, and generally assists the admin-
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Process evaluation. This stage includes regular periodic feed-
back during the implementation of the project. "The objective of
process evaluation is to detect or predict, during the implementation
stages, defects in the procedural design or it implementation"
(Stuf ilebeam, January, 1968, p. 35). Records of procedural events and
activities are maintained and the overall strategy is monitored on a
continuous basis. This allows the administrator to identify potential
sources of failure in a project such as: "interpersonal relationships
among staff and students; communication channels, logistics, under-
standings of and agreement with the intent of the program by persons
involved in and affected by it; adequacy of the resources, physical
facilities, staff and time schedule" (Stufflebeam, January, 1968, p.
35) .
Product evaluation
. The effectiveness of the program is judged
against outcome information on the achievement of objectives. Rele-
vant context, input, and process information are all considered in
this judgment process as well. The administrator can them determine
whether a particular program or part of a program should be continued.
The EPIC evaluation model
"EPIC," as already indicated, stands for "Evaluative Programs
for Innovated Curriculum." The EPIC Evaluation Center, located in
Tucson, Arizona, has developed a systematic approach to needs analysis.
Terry Cornell, center coordinator, stresses the word "systematic" in
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his definition of evaluation. "Systematic evaluation involves the
process of very careful planning of the procedures which are going to
be used to collect and analyze selected information" (Cornell, P . 2).
He suggests, as does Stufflebeam, that there are four stages in a
systematic evaluation procedure: (1) the planning stage, in which
variables which might affect the program are identified and program
goals are set; (2) the implementation stage, in which the planned pro-
gram is implemented and program activities are systematically monitored
to see if what was planned is occurring; (3) the feedback stage, in
which data collected in the implementation stage are analyzed to make
immediate change decisions; (4) the recycling stage, in which prior
objectives can be re-examined, new variables considered, and decisions
made for continuing or discontinuing a particular program.
The EPIC method uses the three-dimensional model, "Organizational
Structure of Variables," shown in Figure 2.3. The three dimensions of
the model are the institution, instruction, and student behavior and
the specific variables considered by this method lie within these
three dimensions. In fact, this model is designed to show the inter-
actions of variables, represented in Figure 2.3 by small cubes.
"In summary, the Organizational Structure of Variables Influ-
encing Educational Programs provides a framework to identify
the forces affecting a given program. The factors created by
the interaction of one variable from each of the dimensions may
by studied in depth by any school district." (Cornell, p. 6)
Instruction . The first variable shown for this dimension organ-
ization, is defined as the situational setting in which teachers and
learners come together. The components of this variaule are time
and "space." "Time" refers to the duration and sequence of blocks of
F^.2.3. EPIC Oircjani^oiionoi SlvucWe
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time devoted to the subjects taught. (Duration is defined as the length
of any given time period and sequence is defined as the order in which
subjects are taught.) "Space refers to the vertical and horizontal
organization of students" (Cornel, p. 3). m planning for the desired
degree of vertical organization, a school might elect to be graded or
ungraded, to emphasize student promotion or student readiness to learn,
etc. In horizontal organization, a school's selection from available
alternatives should be based on the children being served, the curric-
ulum, teacher qualifications, and the school's philosophy. Usually
schools are organized around self-contained classrooms, separate de-
partments, cooperative teaching, or a combination of these. (A combin-
ation plan would be demonstrated by a school with self-contained class-
rooms in which children are taught music and physical education by-
specialists and teachers consolidate their efforts by instructing
homogeneous reading groups of students from several grades.)
The second variable in the instruction dimension is "content."
This refers to the structure or body of knowledge identified with the
subject matter of a discipline. It may be described in terms of
specific topics to be covered at a particular grade level.
The third variable, "method," is defined as the process whereby
learning is facilitated. This process is divided into three levels:
teaching activities, types of interaction, and learning principles
utilized. "Teaching activities" are the specific practices and aids
used by the teacher, e.g., lecture, discussion, field trips, textbooks,
television, drill, homework, etc. "Types of interaction" refers to
interaction observed between pairs of participants, e.g., teacher with
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student, student with student, media with student, teacher with
teacher. "Learning principles" are represented by the assumptions
held about learning theory. For example, "learning principles" could
follow a Rogerian model by assuming that the basis for any real learn-
ing is found in the relationship which the teacher has been able to
establish with the children. Or, a Skinnerian model, which empha-
sizes the positive reinforcement of desired behavior, could be fob-
lowed.
The fourth variable is •'facilities." These include space,
equipment, supplies, and expendables needed to support an educational
progiam. The fifth variable, "cost," is the money required for facil-
ities, maintenance, and personnel in a given educational program.
The instltucion
. Lhis dimension of the model includes six var-
iables: "student," "teacher," "administrator," "educational special-
ist," "family," and "community." Each of these variables is described
by a set of sub- variables
. The utility of the various sub- variables
depends on their relevance to the program being evaluated. The "stu-
dent" variable may include such data as: age and sex, grade level,
achievement, aptitudes, interests, socio-economic status, physical
health, relationship to the program, and progress over a specified
period of time. The "teacher," "administrator," and educational
specialist" variables may be defined in terms of identification data
(age and sex, physical health, race or nationality), educational back-
ground and work experience (undergraduate major and minor, highest
degree, work experience) and environmental factors (professional sal-
ary, affiliations, socio-economic status of residence, community in-
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volvement
,
leisure time activities). Under the "family" variable,
there may be several sub-variables which might affect program evalua-
tion. The most obviously relevant factor is the family's involvement
in the program. If there is more than one child from one family in
the school, this fact could be an important piece of information.
Some of the general characteristics of a student's family might be use-
ful information. Such general data might include: ethnic, national,
or linguistic background, family size, family income and its source,
and parents' occupations, educational backgrounds, affiliations, and
mobility.
The final variable on the institution dimension is the "commun-
ity." Relevant sub-variables may include information on the geographic
setting and the general environment. A comm-nity's historical develop-
ment may also be noteworthy. Demographic characteristics (such as
population size, age distribution, marriage and divorce rates, and
birth and death rates) could be significant. Ethnic and nationality
groupings, mobility and change patterns, and data on the economic
characteristics of a community (commercial and industrial growth, oc-
cupational range, sources of tax revenues, and the range of individual
incomes) may be relevant and may also be useful in justifying a par-
ticular program. A community’s social characteristics (institutions
and organizations, power structure, and socio-economic stratification)
may be significant in some program evaluations.
Behavior. Student behavior is divided into three variables:
"cognitive,” "affective," and "psychomotor" behaviors. Of these three
variables, the "cognitive" area (which includes the recall, comprehen-
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sion, and application of knowledge and the utilization of intellectual
skills) has been the most heavily emphasized and researched. Achieve-
ment and aptitude test scores on individuals or groups have frequently
been the only data used to determine program outcomes. "Affective"
behavior (including interests, attitudes, values, appreciations, and
adjustments of the student) is more difficult to measure but may be the
most important variable of all. "Psychomotor" behavior includes those
acts which involve neuromuscular coordination. This may be an import-
ant variable in a variety of situations. Clearly it would have major
importance in the evaluation of both physical education and special
education programs.
Motivation Theory
The motivation theories presented in this section are all related
to a school of thought called "third force," "perceptual," or "human-
istic psychology." In general, these theories assume that human nature
is basically good and stress individual uniqueness, wholeness, and po-
tential for growth. The particular theories presented here were selec-
ted for implementation in this study because their application to the
camp situation seemed clear. (Chapter III describes their actual im-
plementation.) They also represent some of the major streams of
thought within humanistic psychology and most accurately reflect the
author's own thought.
Alfred Adler's later work, though not formally part of this school
of thought, is summarized first since it seems to have laid the ground-
work for the thinking of later humanistic theorists. The motivation
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theories of Abraham Has low, of Donald Combs and Arthur Snygg, and of
Carl sogers are then briefly described. Though there are clear dif-
ferences among these theories, the common threads (described above) are
also apparent
.
Alfred Adler
Adler's "individual psychology" started after his famous split
with Freud and evolved over many years. It seems unfortunate that
Adler is remembered primarily for his earlier work which stressed in-
dividual "inferiority," "compensation," and striving for "power."
There is much evidence that his later writings were drawn on by human-
istic theorists who were taking quite an opposite direction (Carroll;
Coleman, 1972; Marx and Hillix; Sarason)
.
Adler was disturbed by Freud's emphasis on the unconscious and
felt that individuals are conscious of all their wants, needs, and
motives. In Figure 2.4, which summarizes his fully~developed theory
of individual motivation, all motivating factors are shown within the
field of consciousness. He retained the first concepts which he de-
veloped concerning feelings of inferiority and the resulting strivings
for security through superiority and power. The natural and universal
inferiority which we have all experienced as infants is perhaps the
best illustration of how these factors begin to operate in every indi-
vidual. When these concepts were the central themes of Adler's thought,
his theory seemed unduly egocentric and failed to explain much of
human behavior.
Adler later sdded the concept of "man as a social being
to ex-
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plain the apparently insatiable desire to be gregarious shown by hu-
tnans. Individuals want and need other people and, therefore, strive
to be cooperative. They wish to develop good interpersonal relations
and to identify with groups. The way an individual combines striving
for superiority with social behavior is each individual's unique "style
of life." This solution to the problem of life is different for every
person. It encompasses both a person's social interactions and achieve-
ment strivings.
Finally, Adler added the unifying concept of the "creative self."
This aspect of the personality evolves in each individual from his or
her unique solution to life. Ultimately, this growth impulse becomes
each person's "prime motivation" (as shown in Figure 2.4). Adler looked
on each individual as a v/hole and recognized each person's uniqueness
and growth potential. In this sense, he may be considered the "grand-
father" of humanistic psychology. His concept of the "creative self"
and his continuing emphasis on each individual's uniqueness have pro-
vided the foundations for later humanistic theorists, including those
whose thoughts on motivation are summarized in the following subsections.
Abraham Mas low
Maslow's theory of motivation is represented graphically by
Figure 2.5. Maslow makes the assumption that humans are motivated by
their needs (what they do not have) rather than by satisfactions.
According to Maslow, human needs are best understood in this "hierarchy
of prepotency" (Maslow, 1954). In general, higher order needs do not
appear until lower (prepotent) needs have been satisfied. For most
30
Ficj. 2.5. fVMasW - VWavcViy o? Prepotency
37
people in our society, basic physiological needs (food, water, shelter,
homeostasis, and physical comfort within the organism) are farily well
met. Though people with severe economic problems must struggle to
meet security needs, most people in our society are free to concern
themselves with higher-level needs. If needs are met on the first four
levels, an individual can grow into "self-actualization." Clearly,
individuals operating on lower levels of the hierarchy will not be able
to be creative ("self-actualizing"), since they are fully occupied by
striving to meet these lower level needs. "The most prepotent goal
will monopolize consciousness and will tend of itself to organize the
recruitment of the various capacities of the organism." (Maslow, 1943,
p. 395).
Although Maslow analyzes human motivation into specific needs,
he is holistic in his view of the way the total organism responds.
"Maslow accordingly emphasizes that any motivated behavior can satisfy
many needs at the same time, in other words, an act is multi-motivated"
(Carroll»p* 27). Maslow also points out that usually an individual's
needs are only partially satisfied and that this is a normal phenomenon
to which most individuals adjust. He further points out that individuals
are rarely conscious of needs unless they exist at the moment. In other
words, we don't spend our conscious time thinking about drinking v/ater,
finding warmth, or seeking safety unless we are thirsty, cold, or
threatened.
Humans have been known to ignore their lower- level needs because
of higher psychological values. Dramatic examples of this include in-
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stances in which individuals have put their lives "on the line" because
of a sense of loyalty to a group or a greater value. The drive toward
self-fulfillment or self-actualization in a well-integrated individual
can overcome the more basic needs. "Man cannot live by bread alone."
Donald Combs and Arthur Snygg
As phenomenologists or perceptual psychologists, Combs and Snygg
attempt to examine and explain human behavior from the point of view of
the behaving organism.
"This approach seeks to understand the behavior of the individual
from his own point of view. It attempts to observe people, not
as they seem to outsiders, but as they seem to themselves...
...behavior in this frame of reference is seen as a problem of
human perception." (Combs and Snygg, p. 11)
Figure 2.6 is representative of an instant in the life of an in-
dividual. According to their theory, the individual's prime motivation
is the "need for adequacy" which includes the maintenance and enhance-
ment of the phenomenal seif. Combs and Snygg define the phenomenal
field as the entire universe. The phenomenal self is defined as "I,"
"me," "myself" and includes "my" home, "my" car, "my" family, every-
thing that "I" regard as "my" own. People are constantly interacting
with their phenomenal fields (environments) and events in the phenom-
enal field affect the phenomenal self.
Most importantly, events in the phenomenal field affect the in-
dividual's self-concept and the self-concept in turn determines the
individual's behavior to a large degree. For example, a young girl who
perceives herself as a poor speller is very likely to continue to be a
poor speller. Through an individual's interaction with his or her
39
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phenomenal field, that individual's self-concept, whether it is posi-
tive or negative, is likely to be reinforced. The reinforcement of a
negative self-concept is, however, usually counteracted by the positive
effects of the individual's strivings for self-enhancement. People do
strive for growth. Also, negative aspects of the self-concept are
counteracted by the organism's maintenance efforts. People attempt to
maintain a whole (unfragmented) self-concept. However, if an individual
perceives only negative reinforcement in his or her phenomenal field,
the basic striving for adequacy, including self-maintenance and self-
enhancement efforts, is frustrated.
Carl Rogers
Carl Rogers is best known for his pioneer methodology in "client-
centered" or "non-directive" therapy (Rogers, 1951). His later more
general work, including his book, "On Becoming a Person" (Rogers, 1961),
is based on his experience as a therapist. In recent years, Rogers has
directed much of his attention to other helping professions and has
discussed the specific application of his therapeutic method to educa-
tion. The goal of education, as he presents it, is very similar to
the stated goal of Franklin Pierce College and to the purpose of this
study, both described in Chapter I.
"...the goal of education, if we are to survive, is the facilita-
tion of change and learning. The only man who is educated is the
man who has learned how to learn; the man who has learned how to
adapt and change; the man who has realized that no knowledge is
secure, that only the process of seeking knowledge gives a basis
for security." (Rogers, 1967, pp. 2-3)
According to Rogers, regardless of methodology or techniques, the
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basis lot all learning is the relationship between the counselor and
client or the teacher and student. Figure 2.7 shows the essential in-
gredients of a growth-inducing relationship and the resulting feelings
in the client.
Rogers feels that there is a basic human tendency toward growth
and actualization. Figure 2.8 is a graphic representation of his
growth theory. Basic heredity is the most important factor in the im-
mature organism. As an individual matures, he or she is affected by
his or her phenomenal field experiences and, eventually, by his or her
developing value structure and frame of reference. The organism de-
velops into a whole which includes both the conscious and unconscious
through this interaction of forces. The individual develops an ideal
self-concept and growth efforts are directed toward achieving an inte-
grated real self-concept which is not very different from this ideal.
This growth is toward maturity, adjustment, congruence, and effective
functioning.
Figure 2.7 shows how the client-counselor (or student- teacher)
relationship can encourage this growth. If the counselor is "real"
with the client and shows that he or she trusts, accepts, likes, and
respects the client, a psychological climate is established in which
the client feels safe. Aspects of this feeling of safety are reflected
in the client's feelings of receiving empathy and understanding, of
being a valued person, and of a new freedom to explore. The urge to
expand follows. The client learns to express his or her capacities,
to become more autonomous, and to seek enhancement. This is Rogers
definition of emotional maturity.
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Leadership Theory
To.e leadership theories implemented in this study all stem from
the '‘human relations movement" in organizational theory. The first
subsection presents background information on earlier attempts to
study leadership and on the "scientific management" and "human rela-
tions" movements. The second subsection describes the particular
theories that were selected for presentation to the class and imple-
mentation at the camp.
Evolution of the human relations approach to leadership
’1'^^ trait approach
. Tnis approach assumes that leadership can
be understood through an analysis of the personal characteristics of
successful leaders. For many years, the study of leadership centered
around the personality traits of "great leaders." Ralph Stogdill, in
a 1948 survey of studies using the trait approach, pointed out the
problems he faced in reaching general conclusions. The data was
gathered through varying methods of investigation from a variety of
groups with different social criteria and different criteria for
leadership traits. He explained for example, that "there is no assur-
ance ...that the investigator who analyzes the biographies of great
men is studying the same kind of leadership behavior that is revealed
through observation of children's leadership activities in group sit-
uations" (Stogdill in Browne and Cohn, p. 51).
Stogdill then listed and explained seven "primary methods which
have been employed for the identification and study of the personal
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characteristics of leaders":
1. observation and time sampling of behavior in group situa-tions; r
2. choice of associates (voting, naming, ranking, sociometrics);
3. nominations by qualified observer;
4. selection of persons occupying positions of leadership;
5. analysis of biographical and case history data;
6. the listing of traits considered essential to leadership;
7. supplementary aspects of methodology.
After reviewing all the studies, Stogdill concluded that the
traits most significant for leadership are:
1. capacity (intelligence, alertness, verbal facility, origin-
ality, judgment);
2. achievement (scholarship, knowledge, athletic accomplish-
ments)
;
3. responsibility (dependability, initiative, persistence,
aggressiveness, self-confidence, desire to excel);
4. participation (activity, sociability, cooperation, adapta-
bility, humor)
;
5. status (socio-economic position, popularity)
.
Stogdill did not consider these findings surprising. He called
attention to the fact that "a number of investigators have been careful
to distinguish between the leader and the figurehead and to point out
that leadership is always associated with the attainment of group ob-
jectives. Leadership implies activity, movement, getting work done' 1
(Stogdill in Browne and Cohn, p. 58).
The situational approach . The trait approach to leadership
proved inadequate because years of effort failed to produce a model set
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of personal qualities that would, in themselves, make an individual an
effective leader in any combination of group conditions. Eugene
Jennings has stated this even more emphatically: "Fifty years of study
have failed to produce one personality trait or set of qualities that
can be used to discriminate leaders and non-leaders" (Hersey and
Blanchard, p. 68).
Social scientists began to search for leadership criteria in
the situation rather than in the person alone. Emory Bogardus, writ-
ing in 1931, provided a clear view of the new concept:
"Leadership is control in certain types of situations, actual or
potential, and followership is relative helplessness in those
same situations. The amount of skillful experience and under-
standing that a person has in a situation determines the role
that he may play - leader or follower? ...
To the extent that situations repeat themselves, they possess
predictable factors which can be studied and controlled. The
situational approach makes clear how leadership involves both
analysis or study and skill or control. It also points out the
road to leadership through (1) analyzing and (2) controlling
situations" (Bogardus in Browne and Cohn, pp. 62-63).
The group situation is the matrix within which the leader, as
initiator, peacemaker and disciplinarian, must be able to work effec-
tively. He or she must obviously possess the skills required in the
group's daily activity, in pursuit of its stated objective. Bogardus
has dramatized this requirement with the following examples:
"Put a renowned professional baseball player with a batting aver-
age of .333, but who has never been to college, into a chair of
paleonotology and he would act the simpleton. Give a high-
salaried motion picture actress, accustomed to drive a Rolls
Royce, a pair of draft horses to harness and unharness and she
would cut a sorry spectacle. Hand an erudite university profes-
sor who has never been on a golf course a 'driver, and if he
tried to swing vigorously at a golf ball he would act ridicu-
lously." (Bogardus in Browne and Cohn, p. 62).
A person "does not become a leader by virtue of the possession
of some combination of traits, but the pattern of personal character-
istics of the leader must bear some relevant relationship to the charac-
teristics, activities, and goals of the followers" (Stogdill in Browne
and Cohn, p. 58). Thus it is not enough for the candidate for group
leadership to be technically skilled in the group's field of interest.
He or she must already possess personal attributes which alone would
not promise success but which, in the right group and with the appro-
priate technical skills, enable this person to gain status "through
active participation and demonstration of capacity for carrying coop-
erative tasks through to completion" (Stogdill in Browne and Cohn,
p. 60) .
It is usually a mistake to assume that the individual possessing
the right combination for one situation will be able to lead success-
fully if transferred to another. Even within the same group, the per-
son who is successful as a leader today may not be so tomorrow. The
true test comes in the leader's reservoir of resources and his or her
flexibility in responding to the "interaction of variables which are
in constant flux and change. The factor of change is especially char-
acteristic of the situation, which may be radically altered by the
addition or loss of members, changes in interpersonal relationships,
changes in goals, competition of extra-group influences, and the like"
(Stogdill in Browne and Cohn, p. 58).
The s cientific management approach . The highly authoritarian
and almost fiercely anti-humanistic industrial atmosphere in which
the influential "scientific management" system of Frederick Winslow
Taylor began,can be understood In light of the fact that in the early
1900's labor unions and labor leaders were widely regarded as subver-
sive and inherently violent. Even if workers in a particular plant were
not perceived to be involved in dangerous anti-social agitation, they
were "treated as insensitive machines that were concerned only with
economic self-interest.
... Thus management operated and organized work
on the basic assumption that workers, on the whole, were a contemptible
lot" (Hersey and Blanchard, pp. 45-46) .
Taylor, an industrial engineer who perfected his approach to
human engineering in the steel industry, began with the assumption that
the worker must adjust to the carefully-researched technological pat-
tern set by the company, not the company to the needs and untapped po-
tential of the worker. The "leader" was the faceless corporation it-
self or the bureaucratically-selected foreman who was its representa-
tive. The basis for "leadership" was neither the qualities of an
emergent leader nor a "situation" created by the needs and preferences
of the group members, but solely the "scientific" conclusions of the
managers, from which the "members" had no apparent appeal (Marlowe.,
p. 511; Hersey and Blanchard, pp. 69-70). The Taylor formula not only
failed to take into account the human factors of attitudes and the
unique contributions each worker might make, it deliberately refused
to do so. It insisted that the individual worker become as much like
a machine as job-analysis and intensive training could make him. Taylor'
only concession to individuality was the appeal to the economic self-
interest of the worker through the piece-work system and other elements
of the pay-incentive plan, which were also designed to benefit the
corporation by increasing production.
Scientific management" was nevertheless an important stepping-
stone to today's person-centered concept of industrial leadership. It
introduced a pattern of systematic research into the established pro-
cedures and into the physical conditions under which these processes
were carried out. It was this regular practice of mechanical and em-
pirical research which eventually led to the important Hawthorne experi-
ments which introduced the human factor.
The origin o f the human relation s movement
. The human relations
movement began in 1924 at the Hawthorne, Illinois plant of the Western
Electric Company. The. company's efficiency specialists were studying
the effects of different types and intensities of illumination on the
work of a large staff of women engaged in the assembly of telephone re-
lays. Finding that they could not understand the surprising results
they were obtairting, they recommended to management that experienced
academically-trained investigators be consulted. Elton Mayo (of Harvard
Graduate School of Business) and several of his associates were hired.
This research team improved lighting and other working conditions over
a period of a year and one half. The resulting change in productivity
was surprisingly slight. The astounding fact was that when the physical
conditions were restored to their previous lower standards, the expected
drop in output did not come. Quite to the contrary, production rose to
its highest level since the beginning of the experiments. Since this
totally unpredicted development could not be explained in terms of
changes in physical conditions, it was clear that the answer was to be
found in the human reactions of the women to the expet imen«-s.
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As a result of the attention lavished upon them by the expert-nenters, the girls were made to feel they were an Important parto f th e W^nv. They no longer viewed themselves as isolatedindividuals, working together only in the sense that thev werephysically close to each other. Instead they became participat-ing members of a congenial, cohesive work group. The relation-
ships that developed elicited feelings of affiliation, compe-
tence, and achievement. The girls worked harder and more effici-
ently than they had worked previously." (Hersey and Blanchard
p. 44) ’
After further interviews which reached about twenty thousand of
the company's personnel in all departments, reactions to this personal
consideration were found to be essentially the same. The Harvard team
was confirmed in its view that their "human relations" approach was not
only profitable for employers but also morally right and socially
ameliorative. Mayo felt that its proven success completely undermined
the usual attitude found in industrial managers, that ordinary people
were nothing more than "a horde or mob of unorganized individuals whose
only concern was self-preservation or self-interest" (Hersey and
Blanchard, p. 46; cf. Marlowe, p. 510). This "rabble hypothesis," as
Mayo called it, later proved useful to Douglas McGregor in formulating
his Theory X vs. Theory Y descriptions of leadership styles an import-
ant step in the development of present-day leadership theory (to be
described in the next subsection). In general, Mayo's rejection of the
"rabble hypothesis" implies the opposite assumption, that each "ordin-
ary person" is an individual- with creative capacities, the potential
for growth, and a host of personal concerns including social needs.
This is the central thesis of the human relations movement out of which
today's most prominent leadership theories have grown.
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Selected leadership theories within the human re lations movement
Immaturity-maturity theory
. In 1964, Chris Argyris pointed out
the essential conflict between being "civilized" and being "organized"
within a formal organization. "The classical design for a formal or-
ganization has some very serious flaws. The nature of these flaws
appears when we set side by side two pictures: first, a view of how
human beings need to behave in our society in order to be healthy, pro-
ductive, growing individuals; and second, how a formal organization (a
factory, business or hospital) requires them to behave" (Argyris in
Hollander, p. 573). Argyris studied the development patterns of growth
from infancy to adulthood in developing his immaturity-maturity theory.
He has summarized these patterns into seven general statements in order
to clarify the conditions necessary for human growth:
1. "From being passive as infants, humans grow toward active-
ness as adults."
2. "From being dependent on others, an individual grows toward
being relatively independent of others... Thus, such in-
dependence is partly a matter of accurate perception of him-
self and those around him."
3. "From only a few types of reaction or behavior, he develops
many ."
4. "He moves from the shallow, brief and erratic interest of
his infancy to the intense, long-term and coherent commit-
ments of adulthood. He requires increasingly varied chal-
lenges; he wants his tasks to be not easy, but hard, not
simple, but complex."
5. "He begins to want long-tenn challenges that link his
past
and future, in place of the old brief and unconnected jobs
which typically were engaged in by him as a child.'
6. "He begins wanting to go up the totem pole,
instead of stay-
ing in the low place a child has."
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7. He develops from being not very self-aware and impulsive to
being both self-aware and self-controlled and this lets him
develop a sense of integrity and self-worth" (Argyris in
Hollander, p. 573).
Argyris admits that no one ever develops fully along all these dimen-
sions. He suggests that a person’s "self-actualization" is represented
by the "overall
'
prof ile' of how far he has developed along them"
(Argyris in Hollander, p. 574).
Several basic design features of a formal organization are rele-
vant to the growth (or non-growth) of its employees. In some organiza-
tional designs, there is a high degree of specialization. Specialized
work can inhibit individual growth through preventing the growth de-
scribed in 4. and 5. above. Another feature usually found in formal
organizations is a hierarchy of authority or "chain of command" which
is ultimately based on the formal power to hire and fire. Argyris feels
that this design feature makes the subordinate passive and dependent on
his or her superior and thus prevents growth. He also points out that
such control over a person eventually reduces the individual’s self-
control and his or her time perspective. A hierarchical structure thus
works against four of the growth essentials listed above.
Industry has attempted to solve some of these problems by pro-
moting workers or rewarding workers who perform well with increased
wages. However, due to the restrictive nature of the design of most
organizations, few rewards are possible which can really satisfy psy-
chological needs on the job. Wage rewards are too often wages for dis-
satisfaction, leaving the worker to look for satisfaction off the
job.
Industry has also tried to increase production by encouraging
competi-
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tion among workers. Results of studies on this type of activity are
conflicting. Argyris feels that competitive situations create too much
tension and actually reduce efficiency.
Industry has also typically encouraged its leaders to be strong
and impersonal, to set aside their own feelings, and to keep from get-
ting emotionally involved with workers. (At the same time, leaders
have been expected to be loyal to the organization under any circum-
stances.) Argyris points out that this situation also violates basic
personality needs. "To split what one does from what one is, or to
ask others to dc it, is to violate one's self-integrity, and the same
goes for the effort, to keep personality out of the job" (Argyris in Hol-
la ndar, p. 576).
Argyris has also described a design principle which he calls
"unity of direction" as a partial explanation of many of these problems.
This implies that each administrative unit plans activities directed by
a single leader who sets the goal, conditions for meeting it, and the
way in which the work shall be accomplished. A worker who may not be
orientated, toward this particular goal or the method prescribed for
meeting it, is faced with an ideal condition for psychological failure.
In summary, in many work situations there is a real conflict between
the human needs of the workers and organizational requirements. "Since
behavior in these ways is more childish than adult, it appears that
formal organizations are willing to pay high wages and provide adequate
seniority, if mature adults will, for eight hours a day, behave like
children" (Argyris in Hollandar, p. 577).
Argyris suggests that a solution to the problems just reviewed
can be achieved only by "decreasing the dependency, decreasing the sub-
ordination, and decreasing the submissiveness expected of employees.
It can be shown that making a job 'bigger' - not more specialised and
small - will help do these things, and that employee-centered (or demo-
cratic or participative) leadership also will improve the situation"
(Argyris in Hollandar, p. 578).
Hersey and Blanchard (1972) report on an experiment by Argyris,
in which he was asked to assist in improving workers' morale, motiva-
tion, and efficiency. In this particular experiment, which was con-
ducted over the period of a year, twelve women were involved in assem-
bling a piece of equipment, similar to a radio. Each woman was involved
in only one segment of the operation, as if on an assembly line. A
foreman, an inspector, and a packer were in charge of the women.
"Argyris proposed a one-year experiment during which each of the
girls would assemble the total product in a manner of her own choice.
At the same time, they would inspect, sign their name to the product,
pack it., and handle any correspondence involving complaints about it.
The girls were assured that they would receive no cut in pay if produc-
tion dropped but would receive more pay if production increased"
(Hersey and Blanchard, p. 53).
The results of this experiment were amazing. At first, as might
be expected, production dropped drastically and then dropped even
further as morale decreased. The women were quite upset by this new
approach. Production did not start to rise until the eighth week. "By
the end of the fifteenth week production was higher than it had ever
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been before. And this was without an inspector, a packer, or an indus-
trial engineer. More important
... costs due to errors
... decreased
94%, letters o£ complaints dropped 96%" (Hersey and Blanchard, p. 53).
This study dramatically illustrated the fact that work efficiency can
also be increased by the same organizational changes which encourage
worker growth.
Theory X and Theory Y. McGregor, working on the basis of Mayo's
•'rabble hypothesis" (described in a previous subsection) and his obser-
vations of human needs and motivation, developed his descriptions of
Theory X and Theory Y. He was aware of the fact that, for the most
part, lower levels of management treated workers with little respect,
affording them little opportunity for personal satisfactions, demand-
ing only "a good day's work for good pay." He called this type of
management "Theory X." The assumptions underlying Theory X are:
"1. The average human being has an inherent dislike of work and
will avoid it if he can.
2. Because of this human characteristic of dislike of work,
most people must be coerced, controlled, directed,
threatened with punishment to get them to put forth ade-
quate effort toward the achievement of organizational ob-
jectives .
3. The average human being prefers to be directed, wishes to
avoid tesponsibil ity
,
has relatively little ambition,
wants security above all." (McGregor in Gibbons, pp .266-
267)
However, McGregor felt that people could be quite different,
depending on the type of treatment they received from management. He
argued that a lot depended on such questions as "Who knows best?" and
"What are the potentials of each individual?" "Theory Y" evolved from
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those questions. "One of the main differences of this approach is that
it rests on the assumption that the individual knows
-or can learn -
more than anyone else about his own capabilities, needs, strengths and
weaknesses, and goals. In the end, only he can determine what is best
for his development. The conventional method (Theory X) ... makes the
assumption that the superior can know enough about the subordinate to
decide what is best for him ... No available methods can provide the
superior with knowledge he needs to make such assumptions" (McGregor,
1957, p. 92).
McGregor drew heavily from Maslow's hierarchy of needs in the
evolution of Theory Y. He points out that "Man is a wanting animal -
as soon as one of his needs is satisfied, another appears in its place"
(McGregor in Gibbons, p. 268). He felt strongly that more study should
be done on human needs and ways to enable individuals to meet these
needs. He also believed that through training managers' to work effec-
tively to achieve the personal growth and development of their subor-
dinates, lower-level employees could become more independent, self-
directed, capable, and mature in a work situation. The assumptions
underlying Theory Y are thus:
"1. The expenditure of physical and mental effort in work is
as natural as play or rest.....
2. External control and the threat of punishment are not the
only means for bringing about effort toward organizational
objectives. Man will exercise self-direction and self-
control in the service of objectives to which he is com-
mitted.
3. Commitment to objectives is a function of the rewards
associated with their achievement ... e.g., the satisfac-
tion of ego and self-actualization needs...
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4. The average human being learns, under proper conditions,
not only to accept but to seek responsibility. (The avoid-
ance of this attribute is a learned pattern of behavior, notinherent in normal human characteristics.)
5. The capacity to exercise a relatively high degree of imag-
ination, ingenuity
,
and creativity in the solution of
organizational problems is widely, not narrowly, distributed
in the population.
6. Under the conditions of modern industrial life, the intel-
lectual potentialities of the average human being are only
partially utilized." (McGregor in Gibbons, p. 272)
It is apparent that Theory Y not only utilizes Maslow's theories, but
is also very similar to the philosophy shared by Rodgers, Combs and
Snygg, and other "perceptual" or "humanistic" psychologists of today
(summarized in a previous section of this chapter)
.
McGregor's Theory X and Theory Y may be inferred from Figure 2.9,
adapted by Hersey and Blanchard from the work of Tannenbaum and Schmidt
(Hersey and Blanchard, p. 71). Theory X assumptions about workers and
the leadership style associated with them would be located at point
"A," which represents the totally authoritarian form of leadership.
At point "G," the far extreme of the continuum, a democratic leadership
style would result from Theory Y assumptions.
Democratic vs. authoritarian leadership . It is immediately
apparent that there is a "human relations" link between Mayo's alterna-
tive to authoritarian leadership of industrial workers and McGregor's
preference for Theory Y over Theory X, on the one hand, and the results
of the impressive Iowa experiments of Lewin's associates on the other.
All three call attention to the operational and social advantages of a
person-oriented approach over a task-oriented one.
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Under Kurt Lewie's general direction, Ronald Lippltt undercook
studies of responses to different leadership styles by children enrolled
In a voluntary club set up at the Iowa Child Welfare Research Station.
Lippitt’s first objective was to measure group dynamics in two carefully,
constructed groups - one working in a democratic atmosphere and the
other in an autocratic one. Every effort was thus made to assure equal-
ity in the membership and the activities of the two groups; only their
respective atmospheres were in sharp contrast to each other. Lewin
provided statistics on the leader's behavior that are readily applicable
to many other leadership situations:
"It was observed that the autocratic leader put forth about twice
as much action toward the members as the democratic leader,
namely, 8.4 actions as against 4.5. This difference is even
greater if one takes into account only the initiated social
approach, namely 5.2 as against 2.1. Still greater is this dif-
fcrence in relation to ascendant or initiated ascendant behavior:
the ascendant actions of the autocratic leader were nearly three
times as frequent as those of the democratic leader.
In regard to submissive actions, the proportion was opposite,
namely, more frequent by the democratic leader, although in both
groups submissive actions of the leader were relatively rare.
A similar relation held for the objective, matter-of-fact actions.
Here too the democratic leader showed a higher frequency. ...
On the whole, then, the autocratic atmosphere gives a much
greater and more aggressive dominance of the leader, and a nar-
rowing down of the free movement of the members, together with
a weakening of their power fields." (Lewin in Gouldner, p. 412-
414)
In the autocratic group there was a strong barrier set up be-
tween the ordinary members, all of whom were equal in social status,
and the leader, who alone had superior status. Tension was therefore
relatively high and, among other frustrations for the ordinary member,
there was the known impossibility of his or her moving up the social
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laader to attain a position of leadership. In the democratic atmosphere,
on the other hand, there was very little leader-member difference in
social status and any member had reason to believe in the possibility
or qualifying for leadership. Yet this chance for mobility did not
cause the individual to become hostilely competitive. On the contrary,
there was an out-going, cooperative attitude among participants in the
democracy
,
while in the autocracy the children developed an aggresively
individualistic attitude and one of strong hostility toward the other
members. The "we" feeling as contrasted with the "I" feeling was much
stronger in the democratic than in the autocratic setting. Twice as
many "we-centered" statement came from the first group than from the
second one, together with far fewer "I-centered" expressions.
Lippitt found that the rigid structure of the authoritarian
group, accompanied by a high level of tension among members, produced
a "scapegoat" drive that dominated the children's thinking. "Through
combining in an attack against one individual the members who otherwise
could not gain higher status were able to do so by violent suppression
of one of their fellows" (Lewin in Gouldner, p. 416). Since they were
determined to vent their aggressiveness against someone who was block-
ing their progress and since it seemed clear that the leader was not
vulnerable, they focused on two different fellow-members, one at a time,
and forced them to drop out of the club entirely. There was never any
such scapegoat conspiracy in the democratic segment.
To explore the possibility that these sharp contrasts were caused
by individual differences among members of the two groups, one child
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was transferred from the democratic to the autocratic section and
another from the autocratic to the democratic one. The results were
convincing proof that it was the group itself and not the inherent qual-
ities of the individuals that explained the drastic differences in at-
titude and behavior. The child who had been completely at home in the
friendly and objective atmosphere of the democratic group now took on
the dominating and unfriendly approach of his new associates in the
autocratic camp, while the one entering the democratic fold became less
dominating, more friendly, and more objective than the one with whom he
had exchanged positions. However, as Lewin has pointed out, the change
"from autocracy to democracy seemed to take somewhat more time than
from democracy to autocracy. Autocracy is imposed upon the individual.
Democracy he has to learn" (Lewin in Gouldner, p. 417).
Lippitt and White later worked together in studying four other
clubs with different leaders. This time a laissez-faire group was
added to the democratic and autocratic ones. The results generally
supported Lippitt' s earlier findings and indicated strongly that the
laissez-faire atmosphere, with its over-permissiveness, was particularly
ineffectual in developing constructive group dynamics. The laissez-
faire members were far less cooperative, open and objective than the
democratic ones and less productive than the children in either the
democratic or the autocratic sections. This second group of experiments
generally confirmed and elaborated on the democratic-authoritai ian con-
trasts indicated by Lippitt 's first series, but produced one important
variation. While the members of the autocratic group in the first ex-
periment showed hostility thirty times as frequently as those in the
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democratic atmosphere, only one out of four of the autocratic sections
m the second (Lippitt-White) series showed the same level of hostility
and aggression. The other four manifested "an extremely non-aggressive,
•apathetic' pattern of behavior" (Lewin, Lippitt and White in Browne
and Cohn, p. 302). The observers concluded that the lack of aggression
and the lapse into apathy and loss of spontaneity were caused, not by
a lack of frustration, but by the severely repressive influence of the
leader.
Lewin climaxes his professional demonstration of the enormous
individual and social benefit derived from a democratic as opposed to
an authoritarian structure and atmosphere by remarking that there had
been "few experiences for me as impressive as seeing the expression in
children's faces change during the first day of autocracy. The friendly,
open, and co-operative group, full of life, became within a short half-
hour a rather apathetic- looking gathering without initiative" (Lewin
in Gouldner, p. 417). Jeremiah Wolpert pays tribute to the Iowa studies
when he declares that "the work of Kurt Lewin and his co-workers in
group dynamics is of particular importance ... it can be seen that sci-
ence can bolster the claims of a democratic form of authority, and it
would therefore seem that on scientific grounds it is the duty of the
scientist to take the side of fostering democracy, if Lewin' s suggestive
studies are proved valid" (Wolpert in Gouldner, p. 699).
Contributions from organizational psychology . It was only as
recently as 1964 that the name "organizational psychology" was given to
the steadily broadening efforts of scholars to analyze and interpret
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the nature and behavior of organizations. In that year the new desig-
nation was proposed in an article by Leavitt and Bass. However, no finn
or conerent set of theories about organizations has emerged from this
new field, partly because comprehensive empirical data are limited and
difficult to obtain. The fact that field experiments are seldom repli-
cable, as controlled laboratory investigations can be, has meant that
no foundation has been laid for the development of consistent or com-
prehensive concepts. In their absence, many behavioral scientists in-
terested in organizations have fallen back on the outlook and analytical
processes of managers and department heads or have tried to explain the
functioning of an organization from its "table of organization" and
'flow charts." In so doing, they ignored the plain fact that any large
establishment may contain power, communication, friendship and other
structures never shown in the manager's charts, and that any employee
may be "viewed as occupying a variety of positions in a number of such
structures, not all of which can be understood in terms of formal
authority or superior-subordinate relations" (Quinn and Kahn in Marlowe,
p . 488)
.
Edgar Schein, in his 1965 book Organizational Psychology
,
has
attempted to combine systems and human relations approaches. The organ-
ization, as he sees it, is a system consisting of a great many sub-
systems, all drawing from and all contributing to a dynamic environment.
For directing the internal operation of this composite system he would
go back to the human relations approach. He emphasizes the importance
of the managerial leader's ability to adjust his or her leadership style
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to any one of four possible categories of employees: (1) the rational-
economic individual (similar to the person in McGregor's Theory X); (2)
the social individual, who will respond to a high-task, high-relationship
approach; (3) the self-actualizing individual, self-motivated and ma-
ture, who calls for the low-task, low- relationship pattern of leader-
ship; and (4) the complex individual, who is enduring, capable of re-
sponding to many different needs and many different forms of leadership
and who, in Schein's view, is the prevailing type of person. (It will
be seen that Schein's categories are highly consistent with the Life
Cycle Theory of Hersey and Blanchard, to be described in a later sub-
section.) Above all, Schein states, the successful functioning of an
organization depends upon "good communication, flexibility, creativity
and genuine psychological commitment" (Schein, 1965, p. 47-63).
Situational studies of leader behavior . This subsection describes
the major research efforts on Leader Behavior that have stemmed from
the situational approach (introduced in a previous subsection) and have
led to the Life Cycle Theory, which draws on virtually all the leader-
ship material that has been presented (to be described in the next
subsection). These research efforts have been based on the assumption
that "leadership is the process of influencing the activities of an
individual or a group in efforts toward goal achievement in a given
situation" (Hersey and Blanchard, p. 68). The leadership process, then,
would include the behavior or function of both leader and followers
as
well as other situational variables. This approach treats
leadership
as a dynamic function. The "scientific management" and
"human relations'
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schools of thought are both represented in this approach since there
is emphasis on both production or "task" and concern for people or
"relationship." Research based on these assumptions has revealed a
variety of combinations of the two attitudes or behaviors in leaders.
The Ohio State Studies, launched in 1945 by the Bureau of
Business Research, were the first to use a two-dimensional model for
measuring leader behavior. Previous theory and research efforts (e.g.,
Argyris, McGregor, Lewin et al.) had all been based on one dimension,
a single continuum from democracy to autocracy, much like that shown
in Figure 2.9. This model classified leaders' activities into two
basic behavioral categories, "initiating structure" and "considera-
tion." "Initiating structure" refers to the leader's "behavior in de-
lineating the relationship between himself and members of the work
group and in endeavoring to establish well-defined patterns of organ-
ization, channels of communication, and methods of procedure." "Con-
sideration" refers to "behavior indicative of friendship, mutual trust,
respect, and warmth in the relationship between the leader and the
members of his staff" (Halpin in Hersey and Blanchard, p. 73) . There
is a direct relationship between "Initiating Structure" and authoritar-
ian goal achievement, while "Consideration" parallels the interpersonal
relationships typical of democratic leaders.
The first instrument developed and utilized by the Ohio State
staff was the Leader Behavior Description Questionnaire (L.B.D.Q.),
shown in Appendix D. This questionnaire is designed to measure the
manner in which a leader carries out his or her activities through
ratings by the followers. It does not measure an ' either-or style of
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leadership; scores reflects a blend of the two dimensions. Results are
plotted on a four-quadrant chart similar to the one shown in Figure
2 . 10 .
Utilizing the four quadrants of the Ohio State model and two
dimensions called "concern for production" and "concern for people,"
Robert Blake and Jane Mouton devised the Managerial Grid, shown in
Appendix A. This instrument actually identifies five different leader-
ship styles and test results are in the form of five scores, one for
each of these styles. Figure 2.10 shows how these five styles are re-
lated to the Ohio State model. The styles are described as follows:
(1-1) "Impoverished - Exertion of minimum effort to get re-
quired work done is appropriate to sustain organizational
membership."
(1-9) "Country-Club - Thoughtful attention to needs of people for
satisfying relationships leads to a comfortable, friendly
organization atmosphere and work tempo."
(9-1) "Task-F.f f iciency in operations results from arranging con-
ditions of work in such a way that human elements inter-
fere to a minimum degree."
(5-5) "Middle-of- the-Road - Adequate organization performance
is possible through balancing the necessity to get out
work with the maintenance of the morale of people at a
satisfactory level."
(9-9) "Team - Work accomplishment is from committed people: in-
terdependance through a common stake in organization pur-
pose leads to relationships of trust and respect." (Blake
in Hersey and Blanchard, pp. 75-76)
Horsey and Blanchard point out that the Managerial Grid tends 1.0 be an
attitudinal model which measures the predisposition of the leader while
the Ohio State model tends to be a behavioral indicator of what t.hv_
leader actually does.
Blake arid Mouton, in their organization and management develop-
ment and training programs, actually suggest that the "team
style is
the "best" choice and that the "impoverished" style is
least desirable
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During training programs, called "human relations" or "grid" training,
the participants are taught skills to improve their "team" approach.
One problem with this type Of training is that an individual’s behav-
ior in interpersonal relations is difficult to change. The minute a
crisis arises on the job, the "changed" leader will revert back to his
or her old style. However, it is important for people to understand
what their basic styles are and to possess the diagnostic skills for
analyzing environments and situations to determine when and where
their own styles are appropriate.
Hersey and Blanchard suggest that there are situations in which
any of the five styles mentioned above might be appropriate and effec-
tive. The "impoverished" style might seem inappropriate at any time,
since it closely resembles the "laissez-faire" behavior studied by
Lewin, Lippitt, and White. However, this might be the only appropri-
ate style for a leader in charge of a small group of research scien-
tists, working in a highly specialized field, each of whom is dedicated
and highly qualified to do his or her"own thing." The "country club"
style would be appropriate for a salesman whose clientele values his
friendship and "easy" or "soft-sell" methods. For the politician, the
"middle-of-the-road" approach is most often the safest route to suc-
cess. In a short-term rush project, a high-task style, like that of
an array commander when the enemy is attacking, would be the best style.
In short, then, any of the five styles might be effective and appropri-
ate, depending on the situation in which it is used.
This general contention is substantiated by studies conducted
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by Rensis Likert at the Institute for Social Research at the University
of Michigan (Fiedler; Korman). In 1966, Korman attempted to review
all published research on relationships between leader effectiveness
and scores on the Ohio State behavioral dimensions. He found that, as
situations change, "consideration" and "initiating structure" scores
had no significant predictive value (Korman, p. 60). It has been gen-
erally conceded, then, within this decade, that there is no "best"
style of leadership and that any style may be effective or ineffective,
depending upon the situation.
The Life Cycle Theory of Leadership
. This theory of leadership
was developed by Hersey and Blanchard in 1969 at the Center for
Leadership Studies, Ohio University. They built on previously-des-
cribed theories but utilized one of Korman' s suggestions for"a curvi-
linear relationship to replace the simple linear relationship which
previously existed between "Initiating Structure, Consideration, and
other variables" (Hersey and Blanchard, p. 134). When follower matur-
ity was added, what emerged was a leader-effectiveness model. The de-
grees of task and relationship behaviors in a leader's behavior should
be dependent upon the "task-relevant maturity" of the followers, ac-
cording to the Life Cycle Theory. As the maturity level of the fol-
lowers increases, a leader's task behavior will decrease. At the
same time, a leader's relationship behavior should first increase and
then, eventually, decrease. The resulting curvilinear relationship is
shown in Figure 2.11. The four quadrants are labelled 1, 2, 3, and 4
to designate the appropriate order of styles used as follower maturity
increases
.
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Hersey and Blanchard define "maturity" as "achievement-motiva-
tion, the willingness and ability to take responsibility
... the task-
relevant: education and experience of an individual or group" (Hersey
and Blanchard, p. 134) . In summary, then, as the follower matures in
knowledge of a specific subject or task, a leader should be able to
reduce his or her degree of direction (task behavior) and increase his
or her socio-emotional support (relationship behavior). When the fol-
lower is sufficiently mature, the leader may decrease his or her socio
emotional support as well. The focus of the leader's behavior is on
the appropriate style to use according to the task-relevant maturity
of the followers.
The relationships between the Life Cycle Theory and theories
presented earlier in this dissertation are clear in many cases. The
relationship a leader builds with his or her followers is character-
ized by the same ingredients that Rogers recommends to encourage
growth: mutual trust, respect, and liking. A leader's changing be-
havior fills different levels of human need at different points along
the Life Cycle "curve." Figure 2.12 shows this relationship to
Moslow's hierarchy of needs. It is also shown in Figure 2.12 that
Hersey and Blanchard's concept of follower maturity is strongly re-
lated to Argyris's immaturity-maturity continuum. Hersey and
Blanchard's assumption that followers will grow, assume more responsi
bility, and require less external structure is also very similar to
Argyris's beliefs about human growth potential. Finally, the author-
itarian and democratic styles with which Mayo, McGregor, Lewin and
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l-lpptft, and many others have concerned themselves, are represented by
the first and second quadrants, respectively. Clearly, the Life Cycle
Theory is the culmination of the important work, of many people.
Special Education
This section represents the special education material which was
presented in the class for the students' better understanding of the
campers. The information about treatment and training goals was di-
rectly useful in the camp situation. All of this material should be
useful to the reader in understanding this case study.
All individuals termed "exceptional ' 1 are considered within the
field of special education. This labeling runs the gamut from indi-
viduals who are extremely gifted to those who are profoundly retarded.
In addition to those persons who are brought into special education be-
cause of their scores on intelligence tests, there are also others who
are physically handicapped, some who are emotionally disturbed and,
most recently, some who have "learning disabilities." In order to
focus attention on the characteristics of the particular children in-
volved in the present study and in order to make it clear that other
groups covered by the " exceptional" label are not being considered
hero, the following discussion will be concerned entirely with the
field of mental retardation.
Mont al retardation; problems in definition
Over the years, there has been much controversy in both defining
and classifying retarded individuals. Generally, any individual whose
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native intelligence is obviously at the lower level of a normal curve
of the general, population has been considered sub-normal or retarded.
The official classifications of the American Association onMental Deficiency uses intelligence test scores as its basisfor categorizing the degrees or levels of mental retardation."(Hcber in Stevens, p. 57)
This definition is inadequate in several respects. It does not
take into account the specific testing devices to be used or the in-
dividual s physical or social functioning. A more useful characteri-
zation is found in Heber's 1961 definition, which has been accepted by
the American Psychiatric Association and reads as follows:
"Mental retardation refers to sub-average general intellectual
functioning that originated during the developmental period and
is associated with impairment in socially adaptive behavior.
Adoptive behavior may be demonstrated in three principal, ways:
maturation, learning and social adjustments. These indications
of adaptive behavior vary in importance at different stages of
life." (Holme, p. 446)
Intelligence testing and evaluation
. Intelligence is considered
to be the ability to learn. An I.Q. or intelligence quotient is a
statistical concept which varies with the standardization, validity,
and reliability of the testing instrument used. Standardized verbal
and non-verbal paper-and-pencil tests administered to groups in schools
are relatively worthless in identifying a retarded child. They may
serve as a screening device to refer a child to a specialist for fur-
ther individual testing. The individual tests most frequently used
today are: the Stanford-Binet
,
developed first by Alfred Binet in
1905 and revised in 1960 by Terman and Merrill (Cronbach, p. 303) and
the Wechsler Scales, developed by David Wechsler. There are, at the
present time, three forms of the Wechsler which seem to be preferred
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to the Binet by most examiners. The WAIS (Wechsier Adult Intelligence
scale, revised in 1955,) is for individuals over 16, the WISC (Wechsier
Intelligence Scale for Children, first developed in 1949 and recently
revised) is for ages 5-15, and the newly-developed WPPSI (Wechsier
Pre-school and Primary Scale of Intelligence) is for ages 2-5. Prior
t.o the development of the WPPSI, there were many psychologists who re-
fused to test children under five. They felt that measuring instruments
available to them were even less valid than an examination and diagnosis
by a pediatrician.
Each form of the Wechsier uses sub-tests which give the examiner
three scores: a verbal I.Q. score, and a performance I.Q. score and a
full scale I.Q. score. These scores are merely quantitative measures
and it is important to keep in mind that an I.Q. score is not a constant.
There is a great deal of qualitative material which a good
psychometrician or psychologist can discover in administering and ana-
lyzing a Wechsier in spite of the fact that it was not developed as a
personality test. Through a verbal sub-test, for example, a child's
level of social maturity can be ascertained. "Spottiness" (knowing
difficult answers and missing simple ones) gives clues to anxiety and/
or an unusual or disturbing socio-cultural background. Within the
performance sub-tests are many clues on how a child is perceiving en-
vironmental stimuli. Indications of possible brain damage can also be
inferred from performance on certain Wechsier sub- tests. A good exam-
iner would follow up any unusual observations with further tests, such
as the Bender-Gestalt for brain damage or possibly, a recommendation
for an EEG. For further diagnosis of personality, the Blackie
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Projective Test has been proven very useful for children.
Classif ication systems
. There are differences between writers
and from one state to another as to where one classification begins
and another ends in terms of I.Q. scores (Rosenzweig and Long, p. 13;
Dybwad in Rothstein, p. 8; Carrol, p. 95; Kirk, p. 90; Stevens, p. 4;
Coleman, p. 565).
Wechsler Intelligence Classifications for Children
1^ Classification Percent Included
130 and above Very Superior 2.2
120-129 Superior 6.7
110-119 Bright Normal 16.1
90-109 Average 50.0
80-89 Dull Normal 16.1
70-79 Borderline 6.7
69 and below Mental Defective 2.2
(Wechsler, p. 16)
The Relation of the WISC I.Q.'s to Percentile Rank
Percentile Equivalent Percentile Equivalent
Rank I.Q. Rank I »Q*
99 135 50 100
97 128 40 96
95 125 30 92
90 119 25 90
80 113 20 87
75 110 10 81
70 108 5 75
60 104 1 65
(Wechsler, p. 15)
Borderline Mild Moderate Severe Profound
Generally
considered
"slow learners."
I
.
Q . from
68-83.
I.Q. from
52-67.
Mental age
8-11, as
adults
.
I.Q. from
36-51.
Mental age
4 to 6 or
7 as
adults
.
I.Q. from
20-35.
Mental age
doesn'
t
continue
beyond
age 4 or 5.
I.Q. unmeasur-
able; requires
lifetime
custodial
care.
(This chart compiled from material in Coleman, 1972, pp. 563-564)
In the state of New Hampshire, children with I.Q.'s from 50 to
80 are considered to be in the "educable" range and those with I.Q.'s
from 35 to 50 in the "trainable" range. These are classifications for
the placement of children in special classes. Actually, there is a
tremendous overlap in basic learning ability. At one time, retarded
children who were in the public school systems were assigned to grades
by chronological age so that each class would have children represent-
ing the full range of intelligence. More recently, however, those
children falling into the trainable range have usually been placed in
special environments, such as sheltered workshops, where their individ-
ual needs can be met more adequately than in standard classes. Since
the recent passage of a state law requiring that all school districts
provide for children who are either educably or trainably retarded,
there are still mixed classes, in terms of both chronological age and
mental abilities, in the smaller districts of New Hampshire. A person
must have an I.Q. of under 50 to be eligible for admission as a resi-
dent at the Laconia State School for the retarded. With the increase
in local facilities, many of the Laconia State School residents are
being integrated back into their communities. They are working at jobs
tor which the School has trained them or in sheltered workshops where
they receive training and/or minimal pay for work on simple jobs through
contracts from local industry. As Rose Kennedy has recently pointed
out
:
"...all the best work that is being done now (in research) shows
that these children do much better in a home environment. They
don't need to be sheltered from the normal activities of life as
we have unfairly been sheltering them ... especially from things
that we misguidedly felt would be too competitive for them."
(Kennedy, p. 33)
Causes of retardation
Verville has suggested that there are at least 200 different and
distinct possible causes of retardation. Many of these occur in the
prenatal stage of development from conception to birth. The first
three months of pregnancy are of particular significance. Rubella
(German measles), which was a major cause at one time, can be fairly
well controlled medically if the prospective mother consults a physi-
cian and receives Salk vaccine early in her pregnancy. Other prenatal
causes may include the mother's ingestion of lead, arsenic, ergot, or,
possibly LSD. Some drugs cause retardation along with other birth de-
fects. Many people in the field (Cruickshank ; Coleman, 1972) feel tuat
anoxia (lack of oxygen) during the birth process may be the greatest
single cause of both cerebral palsy and retardation (Kirk, p. 9o) .
Other possible prenatal causes include malnutrition, toxemia,
syphilis,
influenza, encephalitis, and other diseases which may produce
a defect
in the embryo.
Birth injuries are becoming less frequent, but a breach birth
or
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other such birth trauma can cause brain damage. At one time, incompat-
ible Rh factors were a major cause of retardation. However, medical
science has since discovered ways to determine when this condition ex-
ists, and the fetus can be given a complete blood transfusion prior to
birth. Other causes may be genetic in nature, such as PKU (phenylketon-
uria)
,
a metabolic disorder in which an enzyme which is necessary for
carbohydrate metabolism is lacking. This can be detected by a simple
chemical test shortly after birth and then treated by diet.
Early writers listed four "clinical types" of retardation which
were considered to be genetic in nature (Coleman, 1960). "Cretinism,"
like dwarfism, is due to a malfunctioning of the thyroid gland so that
the normal organic iodine fails to form. Treatment consists of the use
of a thyroid hormone substitute. Waisman and Gerrits have stated that:
"The only well-established hormonal abnormality known today that has
mental retardation as part of its symptomology is Cretinism" (Stephens,
p. 331). "Mongolism," or Downs’ Syndrome, is probably the best-known
and most prevalent of the clinical types. Afflicted children typically
have oriental- like features with almond-shaped eyes, flattened noses,
widely spaced teeth and, frequently, fissured lips or tongue. The de-
gree of physical abnormality varies, as does their level of intellectual
functioning. Prior to the discovery of penicillin and other antibiotic
drugs, their life expectancy was relatively short (they seldom reached
adulthood) because of their unusually high susceptibility for respira-
tory diseases. "Mongolism is a genetic disorder caused by trisomy (the
presence of three rather than the normal pair of homologous chromosomes)
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usually involving chromosome 21" (Holme, p. 584).
The third type of genetic disorder listed in early writings is
found in the "hydrocephalic." This child's head is unusually large due
to an excess of cerebral-spinal fluid in the cranium which causes intra-
cranial pressure with resultant brain damage if not corrected. Fortun-
ately, this condition is relatively rare, since the only known treatment
is to draw off fluid as it builds up and treatment success over a period
of time has generally been limited. The fourth clinical type is termed
"microcephalic" and is characterized by an unusually small head which
has inhibited the growth of the brain. At this time, there is no known
treatment for this type of disorder and custodial care is always re-
quired. Again, genetic factors are suspected to be the cause.
Anderson (Stevens, pp. 363-365) lists 26 chromosomal anomalies
and other syndromes of genetic origin leading to mental retardation.
Clearly, bio- chemists and geneticists have made tremendous advances in
determining the causes of many cases of retardation within the past
decade. Until treatments for these anomalies can be discovered, genetic
counseling might well be in order. However, Rose Kennedy has been care-
ful to point out that of their nine children only the third, Rosemary,
was retarded.
Brain damage occurring at any time from birth on can also cause
retardation. There are many other physical causes, such as childhood
diseases in which there has been a high fever. Some severe types of
epilepsy can cause brain damage, especially in childhood.
Childhood
brain tumors are known causes of epilepsy, retardation,
and even death.
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There is an Increasing amount of research being conducted on the effects
of psycho-social deprivation found in cases of cultural-familial or
environmental retardation. These cases are thought to be caused by
maternal deprivation and/or a lack of intellectual stimulation in the
home or living environment.
Statistics on retard at ion
Rothstein, reporting on the 1960 White House Conference on Chil-
dren and Youth, says:
There are five million retarded individuals in America. There
is an estimated population of 43 million children between the
ages of five and seventeen of which almost one million are re-
tarded in this age range, and require Special Education. Not
more than 1/4 of the number of eligible retarded children have
been placed in Special Classes." (Rothstein, p. 582)
In 1963, Hormouth reported six million retarded children and
adults in the country-. Now, a decade later, the incidence of mental
retardation in the United States is estimated at about 6.5 million per-
sons (Coleman, 1972, p. 561; Isaacon, p. 38).
The U. S. Office of Education has presented some rather startling
but interesting comparative figures on the enrollment of children in
special classes between 1963 and 1970-71:
"In February of 1963, the total enrollment of children in Special
Classes numbered 431,890; 393,237 of these were in local public
schools; 38,653 were in private and residential schools. In
1970-71, the estimated numbers of children in Special Education
programs was a total of some 830,000; of this number, 761,000
were in local public schools, and 69,000 in public and private
residential schools. This same chart indicates that in 1971-72,
Kindergarten enrollment for exceptional children was 7,000 with
some 180,000 in grades 1 through 8. Under a category listing of
'others,' an additional 110,000 are specified." (Taken from a
chart in Goldenpaul, p. 752)
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Training and treatment
The training and treatment of retarded children should include a
thorough assessment of each individual child and his or her own partic-
ular needs. This assessment should include as much as possible about
the child's home environment. (Is he or she from an impoverished home,
where he or she receives little attention or where there are pathologi-
cal family problems, such as alcoholism, mental illness, or parental
discord?) Is he or she receiving a proper diet? What are the parent's
attitudes and responses toward the youngster? Are they receiving or
have they received any assistance in understanding or helping the child?
Probably the most important prerequisite to the child's effective
training is the specific evaluation of the various levels at which he
or she can function in different situations. The material shown in
Figure 2.13 from the Chart Book of the 1963 President’s Panel on Retard-
ation offers excellent general guidelines for planning and directing
the training of the retarded.
When Joseph P. Kennedy Foundation was established in 1964, it had
three goals. One was to provide financial assistance for building homes
and schools for the retarded. The second was to support research into
the causes of retardation. The third goal was to bring hope and en-
couragement to the parents of retarded children. Now the focus is mainly
on research attempts to conquer the problem at is source and to develop
new methods of treatment and training (Kennedy, p. 31).
Retarded children do need someone to show them how to do things,
someone who not only understands the children and their individual
problems but who is also capable of infinite patience. Very often re-
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tardod children become discouraged when they cannot perform a task right
away. The helping person must have the patience to encourage them to
keep trying until they can.
Training goals
Garrison lists some specific goals and objectives in working with
mentally retarded individuals:
"Adequate habits of personal behavior
. The pupil should be
able to control his behavior according to acceptable stand-
ards. Habits of cleanliness, health and eating should not
be offensive when he is observed by others. He should be
able to remove and put on his clothing."
2. " Efficient communicative skills
. The pupil must be respon-
sive to ordinary conversation and able to communicate his
needs .and interests to others."
3. "Useful coordinations
. The development of coordinations will
include a normal walking gait and the child should learn the
maintenance of a healthful posture and the ability to perform
common tasks with his hands."
4. "Acceptable habits of work
. The pupil must learn to enjoy
useful and satisfying occupations. Being helpful to others
and willing to perform common tasks will be essential if he
is to achieve a degree of independence and economic useful-
ness. In addition, he must develop the ability to see a
very simple project through to completion. Pride in the
achievement of simple tasks is as essential to the adequate
adjustment of the severely retarded child as is the satis-
faction growing out of greater achievement enjoyed by more
capable children."
5. "Adjustment to s o cial situations. The severely retarded
child cannot perform as an isolate if he is to achieve any
degree of competence for social living. He must learn to
respect the rights and property of others, become able to
tolerate the behavior of other pupils and be willing to par-
ticipate in simple group activities. Whether his eventual
participation is to be limited to the family group and the
immediate neighborhood or extended to a larger world in which
he will be employed in a useful occupation, his adjustment
will be inadequate unless he can learn to enjoy social par-
ticipation."
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^
rollow directions
. The severely retarded
child will be constantly under the supervision of others whoaie capable of guiding his activities. Unlike his more
normal peers, who can accept responsibilities for independ-
ent action, he will be subject to more direction. Respon-
siveness to direction necessarily must be one of his most
valuable attributes. Therefore, the training given him in
this program must be directed particularly toward developing
this quality." (Garrison and Force, p. 103)
In meeting these goals, it is important to remember that most
retarded children can learn to work with concrete materials and objects,
but generally have tremendous difficulty working with symbols or ab-
stract ideas. The general goals are clearly to teach the individual:
how to live better, hew to use all of his or her capacities, and how to
become a useful and contented member of a social group. It is just as
important to educate the mentally retarded child to be happy and effic-
ient in social relationships as it is to try to develop the ability to
earn a livelihood. Also, for these children, learning self-control is
a pre-requisite to other learning. Without it, self-expression leads
to chaos and ruin for the retarded child as well as for others.
Life for the educable mentally retarded child will probably be
a day-by-day experience of work and play in the home, the shop, and the
community. He or she ought to be led to acquire the following traits
and abilities: (1) the knowledge and disposition to keep physically
well in order to enjoy life to its maximum; (2) an ease and a joy in
social relationships that helps in making friends and participating in
social and civic experiences; (3) an ability to plan and to choose
leisure activities wisely; (4) an ability to live as a contributing
member of family and neighborhood groups and, if possible, to maintain
his or her own home os the head of a family; (5) the ability to earn
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enough money to cover the necessities of life; (6) the knowledge and
ability to spend earned money wisely. In training these children, the
education process must be in keeping with the capacities, limitations
and interests of each child. The educable mentally retarded child has
the challenging opportunity to learn to live an essentially "normal"
life-style wisely and well.
The four major objectives suggested by Garrison and Force (1965)
seem to contain the crux of working with educable mentally retarded
children: self-realization, social competence, economic efficiency,
and civic responsibility. Each is described in one of the following
subsections
.
Self-realization
. The educable mentally retarded child can
achieve self-realization through the development of the capacities he
or she does possess. Satisfaction can be attained through any success
or improvement, academically, physically and vocationally.
Social competence . The educable mentally retarded child can
learn how to take care of his or her own personal hygiene needs and how
to appear well-groomed in order to be socially acceptable. He or she
can learn how to behave adequately at social gatherings and in other
public places and, in general, can be trained to meet ordinary situa-
tions in life. The teacher should strive to instill the attitudes and
emotional control necessary for social adjustment. He or she should try
to help this child cultivate an interest in life in general, in good
friends, in nature, sports, art, music, politics, and/or religion.
Economic efficiency . The educable mentally retarded child can
be tr. ed to complete a job, to learn some specific skills, and to
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develop good work habits and attitudes. He or she can be taught the
value of money, of financial planning, and of establishing habits of
thrift. He or she should learn where to go for counseling concerning
family affairs and the appropriate occasions for securing legal and
medical advice from professional sources. He or she should know how to
apply for a job and what must be done to keep a job in order to become
economically self-sufficient.
Civic responsibility
. The teacher should prepare the educable
mentally retarded child to assume civic responsibility. He or she
should learn something about the laws of his or her town and state and
about national laws and should also learn what voting means and how to
vote. He or she must learn to respect property, both public and private.
In general, he or she should develop the desire to be of service to
human kind.
A curriculum for educable mentally retarded children must be
adaptable to each group's different needs but specific and practical so
that it encourages the kinds of learning necessary to meet life's con-
crete demands.
Working with retarded childre n
Although retarded children do have special needs, they also have
the same needs that v»o all have. This is a centrally important fact in
working with retarded children. Even the highest- level need in Maslow's
hierarchy, self-actualization, can be experienced by a retarded child
in learning such a simple task as tying shoelace or getting the right
shoe on the right foot.
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It is important that the retarded experience competition at their
own level. Retarded children are quite capable of participating in a
spirit of healthy competition. In the "Special Olympics," patterned
after the regular Olympics, they compete in games and contests, running,
jumping, swimming, and floor hockey. These Olympics are held at the
local, state, and national levels. Some of the skills needed for these
events require year-round training which is made possible through the
help cf many volunteers.
"The values to which the retarded commit themselves are the kind
we sorely need to restore our own sense of values: Loyalty,
dedication, nard work and courage in facing handicaps and dis-
advantages." (Kennedy, p. 33)
It is rewarding experience to work with these people since one
can learn a great deal from them. Young people working with the re-
tarded are also developing a number of generally desirable character
traits, including patience, empathy, and courage. Giving one's time
and talents to help others less fortunate and seeing handicapped people
improve and grow are distinctly fulfilling experiences. In the process,
one also becomes acutely aware of one's own advantages.
"Summer especially is fun for these children, and the time when
we ought to provide as many opportunities as we can for the re-
tarded to en]oy camping, day camps, and other forms of outdoor
recreation once they are out of school." (Kennedy, p. 33)
The remainder of this paper concerns itself with just such a pro-
gram. Though Ms. Kennedy's emphasis is on "fun," for the retarded,
every experience should also be a learning experience. Learning ought
to be and can be made to be "fun." One of the challenges met in the
process of implementing this study was the development of new methods
to combine the goal of learning with the goals of recreation
and fun.
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CHAPTER III
THE CASE STUDY
This chapter divides the data from the case study into two sec-
tions. The "Background" section first describes the class (and the
opportunity presented to the class) from which the case study evolved,
hext, background information on the camp is presented.
The second section, "Chronological Reporting of the Case Study:
Evolution and Data Collection," reports the events and trends of the
study week by week. For each week a description of the major events at
camp is followed by a summary of what was presented, discussed, or
accomplished in class and, after the second and fourth weeks of the
study, in marathon sessions. A major outcome of the first marathon
session (the Growth Record) which altered the course of the study is
presented in a separate subsection within the description of that mara-
thon session.
Background
The class : o rigin of the study
The course, "Workshop in Leadership Training," used Management
of Organizational Behavior by Hersey and Blanchard, 2nd edition, as the
basic text. The instructor/author had predetermined that theory, case
studies, marathon sessions, and class interaction would comprise the
crux of the course. During the first week of classes, the instructor's
predominant leadership behavior was typical of a high task, low rela-
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tionship style. She utilized a traditional "autocratic" method of teach-
ing. lecture with limited time for questions and/or class discussion.
Introductory lectures were devoted to an overview of three of
the c-.reas of theory described in Chapter II (leadership, motivation,
and needs analysis) and the ways in which these concepts were to be
approached and integrated into the course. The "everyday" relevance of
leadership theory was emphasized through several main points. It was
argued that every individual can improve his or her interpersonal re-
lations in "real life" situations through the analytical skills that
leadership theory provides. The close alliance between "leadership"
and "followership" was explained. Also emphasized was the general use-
fulness of learning to "read" or correctly analyze any leadership situ-
ation, leader, peer group, and/or followers, in any organizational set-
ting even if one is not in a leadership position.
A clarification of relevant psychological terms was also presented,
particularly in areas where the instructor required more sophisticated
communication than that contained in the text, e.g., a clearer differ-
entiation between need, drive, motive, and motivation. Motivation
theory was introduced and its relevance to leadership was emphasized.
An overview of needs analysis models was also presented. The termin-
ology and problems of management were reviewed and the organization of
the College (with which all were familiar) was used as an example.
During the second class meeting, the student who had been hired
as the director of a local summer camp for retarded children revealed
his desperation. He felt confident of his ability to work with these
91
children since he knew many of the registered campers from working with
them on a part-time basis at the affiliated Monadnock Sheltered Work-
shop. However, almost twice the expected number of campers had enrolled
and he was overwhelmed by the fact that only two of the expected four-
teen volunteer high school aides had appeared. Clearly, the director
was in need of assistance. The instructor suggested that this emergency
could be an invaluable opportunity for a "field experience" or "living
laboratory in which the students could learn and practice leadership
skills. Their enthusiastic response confirmed her suggestion. Five of
the members of the class committed themselves to the project and imme-
diately enrolled in a second course currently offered under the author's
supervision, "Internship in Psychology." This course traditionally
places students in a wide variety of situations where they work with
exceptional individuals.
Since these students would be involved in the camp before they
returned to class, it was essential that the remainder of the class be
devoted to discussing the specific applications of the theories covered
so far to this new situation. In this discussion, the director frankly
admitted to the class that the "planning stage" (Stuff lebeam) of the
camp gave him few guidelines. He knew only that he was expected to pro-
vide custodial care and recreation for the campers and his only specific
preconceived goal was to "teach them how to swim." This tremendous de-
ficiency in planning represented a stimulating challenge to the class.
The instructor/author's first exposure to the camp situation did
not occur until the last day of the first week of camp. She had decided
to delay her first visit foV several days to avoid threatening the
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director’s position cf authority and to allow the students to adjust to
the campers without self-consciousness. Though technically her role at
the camp was supervisory, she planned to play a low key observer/consul-
tant role in order to encourage more active roles in the students.
Figure 3.1 shows the instructor/author's position in the overall organ-
izational structure of the camp.
The camp; background information
Camp sponsor
. The Monadnock Association for Retarded Citizens
(MARC) is a non-profit organization composed of parents of retarded
children and other interested lay persons. This group sponsors a year-
round sheltered workshop as well as the summer camp. The Monadnock
Workshop is housed in an old fire house in Peterborough, New Hampshire.
It is a training center for exceptional persons in the area who are over
sixteen and are unemployable due to their mental and/or physical handi-
caps. The workshop is run by a paid staff who are under the direct
supervision of a lay board of directors. The primary objective is to
provide an opportunity for clients to acquire a variety of job skills
so that they might be integrated into the work force of the community as
responsible, productive adults.
Camp director. Prior to his affiliation with MARC, the camp
director had never been involved with any aspect of juvenile group
training. He was a young married veteran who, after discharge from the
service, wanted to complete his undergraduate studies. He returned to
Franklin Pierce College as a psychology \najor with a personal require-
ment. for supplementary financial support. His acceptance of part-time
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employment at the Monadnock Workshop satisfied his monetary needs and
give him an opportunity to work in a field that was relevant to his aca-
demic program. He quite naturally recognized the camp directorship as a
further adjunct to his area of study. The Board of Directors appointed
him primarily on the basis of his success at the Workshop and his rap-
port with the clients, some of whom were potential campers. Figure 3.1
shows the camp director's position in relation to the MARC Board of
Directors and in the overall organizational structure of the camp situ-
ation.
As already indicated, the Board consisted of lay persons most of
whom were parents of mentally retarded children. The young director was
therefore faced with a lack of any immediate source of professional
guidance. There were also no funds available for equipment or materials
beyond his salary. It. is not surprising that his anxiety about the
problems of conducting a successful camp program was revealed before the
only forum available to him, his college class. His initial appeal for
help was accompanied by a measure of resistance to suggestions which the
instructor/author recognized as indicative of his fear and bewilderment.
Camp facilities . The physical facilities consisted of an 18 x 32
foot swimming pool located in the small fence-enclosed back yard of a
private home. The home was owned by a camper's parents who made the
pool and yard available for use without charge. There were toilet facil-
ities and a limited space for a dressing room but no other indoor area
for crafts or recreation on rainy or cold days. In the yard were two
picnic tables with benches and an outdoor grill. The only recreational
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equipment, other than the pool were three twelve-inch rubber balls.
Paper, crayon3, and a small amount of clay comprised all of the "craft"
materials
.
l^-°-no logical Reporting of the Case Study
;
Evolution and Data Collection
The first week
At_cam£. "First day of camp. Arrived there at 8:45, left at
12.15. Somewhat disorganized, but things began to fall into
place. My own perceptions were those of mixed emotions
- joy
and happiness along with sadness. Some of the children stood'
out for various reasons: Eugene - well-behaved, cooperative,
able to put the puzzles together quite rapidly; Ernie - hyper-
active type of child; Donnie - immature and easily discouraged,
loses interest quite fast, yet continually watches out for his
younger brother, David." (Peter)
Thus begins the log of one of the students. During the first
week of operation, disorganization and poor facilities were outstanding
liabilities. There was actually no planning of activities and, as re-
ported in a student log on the second day, "things got a little tense
when nobody could think of new games."
Although one of the few stated goals was to teach swimming, this
activity too was poorly organized. It was conducted strictly on an
individual basis while other children just sat around waiting for their
turns. Whenever a camper succeeded at a swimming task, the student
instructing him and the watching campers provided a great deal of
verbal reinforcement. This was the only recognition awarded for indi-
vidual achievement.
The limited space made the task of "custodial care" easy but
restricted the types of activities which might lend variety to the
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situation. When any of the campers were in the pool, most of the others
spent their time just watching. Although the director had excellent
rapport with the campers, his authoritarian style and overprotective-
ness apparently precluded any desire to try new or innovative practices.
However, once they became acquainted with the campers, the other stu-
dents began to propose new ideas for activities. Since the attention
span of the campers was extremely short, "finger painting, bead-making,
playing ball, and coloring only go so far," as one student reported in
his log. During the third day, one of the students tried having chil-
dren draw pictures while waiting to swim. He reported that this
"worked quite well because it kept their attention and all seemed to en-
joy it."
The majority of the students' time during this first week was
spent in an effort to get to know the individual campers and to estab-
lish good relationships with them. They found a real challenge in at-
tempting to interest the children in activities and worked hard to get
to know each child. Ore student reported:
"I worked on Brian to break down his defensiveness - seemed to
make some progress. Barbara was very shy yesterday, didn't want
to do anything, but today started to come cut of her shell,
especially in her drawing. Have been really trying to get them
to work together and get to know each other." (Bruce)
As the week progressed, the students started using some of the
older campers as helpers. They were surprised at how much they enjoyed
and how readily they accepted such responsibilities. These tasks in-
cluded helping the younger campers dress and undress for swimming,
gathering together materials and equipment, and picking up after the
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conclusion of an activity.
At the week's end the lack of pre-planning was evident to all
the students. In the. words of one student, "to use the phrase 'play it
by ear,' would describe the organizational and planning program." Each
one came forth with some new ideas which he wished to see implemented
m the weeks ahead. One idea was an incentive or awards program on a
daily basis. Another was to plan some "field trips." In general, their
need and desire "to get organized" was apparent.
The most obvious asset was the very positive relationship which
all of the students had established with the campers. Generally, there
was evidence of mutual respect, liking, and acceptance of each other as
individuals. This was the basic ingredient needed for later growth.
In clas s. During class sessions, the camp situation was dis-
cussed and analyzed in terms of the theories being presented. For ex-
ample, an analysis of the campers' behavior showed that they lacked the
ability to be responsible and to handle their own direction. All agreed
that, in terms of Argyris's "Immaturity Scale," the children were cer-
tainly immature. They seemed to be quite passive, had short time per-
spectives, lacked self-awareness, and were very dependent. Therefore,
the Instructor/author suggested (in order to stimulate class discussion)
that it might be appropriate initially to use McGregor's Theory X
assumptions about human nature and supervise the campers closely. A,fter
this possibility was discussed along with the campers' needs, the stu-
dents concluded that McGregor's Theory X would not be adequate in this
situation since strong emotional support was also needed.
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The children's needs were also analyzed in terms of Maslow's
hierarchy
. It was evident that most of the children's basic physiolog-
ical needs were being met. Their safety and security needs were also
met. The swimming pool and the small play area were enclosed with a
wire fence and campers were not allowed outside these areas unaccom-
panied by a counselor. The discussion of safety needs provided the in-
structor with the opportunity to make several general points. While
safety is extremely important in any recreational setting, overprotec-
tion of the campers by the students could have a detrimental effect on
their growth potential. An assessment of each child's individual level
of achievement would make it possible to plan a program within which he
ot she feels secure. No child should be pushed or coerced into any ac-
tivity if frightened. However, with proper support and guidance, the
children could be encouraged to try new experiences which would ulti-
mately add to their feelings of security. An analysis of the campers'
social needs showed that these were only partially met. Clearly, their
need to achieve was largely frustrated by their handicaps. Some measure
of self-actualization seemed possible if these other needs could first
be met as fully as possible.
Adler's concept of inferiority was outstandingly demonstrated in
this particular group of children. Why else would they be in this sit-
uation? However, each child had some potential for growth in many areas
which, if developed, could enhance his or her feelings of self-worth.
Indeed, just by participating in organized activities and being recog-
nized for new achievements, it seemed reasonable to hope that each could,
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to some degree, find self-actualization in this camping experience.
It was the perfect opportunity for broadening the children's phenomenal
field (Combs and Snygg) and, in the terms of Levin's field theory, re-
ducing the forces which were segregating them from the "normal" in par-
tial preparation lor facing the demands of the "real world."
As a result of these discussions, the students (with some re-
sistance from the director) proposed that a grouping of campers into
"Indian tribes" would be a useful first step in meeting these newly
identified needs. This new organizational structure would also facili-
tate the process of the organizational planning which the students were
so eager to undertake.
The second week
Ar 9 a?P First day: "Very busy day. Today we divided everyone
into three groups, had each group (with a little help from us)
choose an Indian name; and will follow through with more related
activities. Also had them draw up a flag for their group along
with colored head bands. Somewhat effective." (Bernie)
This plan did indeed prove effective in the long run. It was
quickly evident that group identity through the tribe names and activi-
ties would set the stage for motivating competitive behavior between
groups. The assignment of the children was decided by the director and
the students. In selecting the children to be assigned to each tribe,
a concerted effort was made to make the groups as equal in abilities as
possible since group activities were planned in which rewards would be
presented to each group as a whole. During this week there were several
new campers who, since this groundwork had already been laid, were
quickly integrated into one of the three tribes.
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Donations of additional materials and equipment made activity-
planning easier. Competition between tribes in the form of contests
and games was introduced. Each child worked on a tribal flag and the
one whose design was judged "best" in each tribe was presented with an
award. The children also made individual tribal armbands; many were
helped in this task by students or older campers. Cookies and candy
were used as rewards, in some instances but verbal reinforcement still
remained the primary acknowledgment for individual and group achieve-
ment .
One of the aides brought some leather craft kits to camp this
week but this craft proved too difficult for most of the campers and
they quickly lost interest. A "free swim" W3S suggested by one of the
students as an adjunct to lessons and was instituted in a daily basis.
A few of the older campers who had good swimming skills and half of
the students functioned as "guards." As a reward for this job, the
camper "guards" were permitted to use the pool by themselves (with one
student present) at the end of the swimming period. The only problem
with this system was that it was difficult to get these campers cut of
the water. Finally the threat to take away the privilege had to be
made and, in one instance, carried out the next day.
There was evidence of continuing disorganization but also of
the beginnings of some solid organizational planning. For example,
the student in charge of crafts called the director's attention to the
fact that during the swimming period all the other students and aides
were at the pool leaving him completely alone with the many chiloren
working on crafts. This was resolved by changing the daily schedule
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so that crafts for all would precede swimming. Campers waiting to swim
would then work on less involved projects.
During this week, a consultant whose speciality was educable
mentally retarded children (EMRC)
,
visited the camp to observe the chil-
dren, the students, and the overall situation. Her position in the
overall camp situation is shown in Figure 3.1. It was her impression
(shared by the instructor/author) that, even though the relationships
between students and campers were good and planning efforts were improv-
iug, there was a great deal of wasted time. They both felt that the
existing situation and available resources could support learning activ-
ities which would bring both fun and educational profit to the individ-
ual campers.
The week was summarized by one of the students in the following
excerpt from his log:
"A good week full of experience. Can notice a real difference
between last week and this week. The most noticeable difference
is being able to see things starting to become organized. The
tribe system is proving most efficient and a group identity and
cohesiveness are appearing. Last week I didn't really know what
my goals were except to break the ice and get to know the
campers. This past week I worked especially hard to get the
campers to work together and familiarize themselves with each
other. Working to get them to call each other by name is dif-
ficult but important, 1 think." (Peter)
In class . Most of this week's class time was utilized for lec-
tures on mental retardation and the specific needs of mentally retarded
children. Leadership, motivation, and needs analysis theories were re-
lated to the field of special education wherever possible. The major
emphasis throughout was the description of the conditions which would
encourage camper development and growth. The Adlerian concept of in-
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feriority was again applied to these children. They are perceived and
perceive themselves as inferior from early childhood. However, as
they grow and learn, instead of the normal striving for superiority,
mentally retarded individuals give up and seek only to be looked upon
as equal (Cruckshank)
. There is often discouragement in their efforts
because their social skills, so necessary to fulfilling the need to be
a "social being," are often more retarded than their intellectual
functioning. The behavior of "significant others" (Sullivan) tov7ard
the retardate determines basic social patterns and responses which,
in turn, lay the groundwork for a "life style" (Adler), within which
creativity may be extremely limited due to sensory and social depri-
vation.
Within the camp situation, the "significant others" concept can
be broadened to include the camp director, students, and others. The
presence of so many accepting "significant others" would enlarge each
camper's "consciousness" as in Combs and Snygg's "phenomenal field" or
Rogers' "frame of reference." In order to encourage positive growth,
a warm, safe atmosphere is needed where Maslow's safety and security
needs are completely met and where Rogers' "growth essentials" estab-
lish a psychological climate within which learning can take place. In
order for this to occur, the students as leaders must recognize camper
needs and adjust their leadership styles accordingly.
Since, by the end of the first week, the psychological climate
of the camp was already warm, positive, and accepting and the campers'
basic physiological and safety needs were being met, it seemed that
camper growth could and probably would occur. But the specialized
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knowledge of the EMRC consultant was needed to determine in what areas
to look for and encourage camper growth.
The consultant brought materials to class, explained their use,
and offered suggestions on ways specific skills can be taught through
"play" activities. She stressed that the constructive use of camp
time was of paramount importance to the children. A major assignment
for the forthcoming marathon session was for each student to be pre-
pared with ideas for evaluating individual camper growth.
Ijig. first marathon session . The two marathon sessions were pre-
planned as part of the leadership workshop. Each was held on a Satur-
day in the quiet, informal setting of the instructor's home. One of
the purposes of these sessions was to enable the instructor to move
away from the authoritarian leadership style of the formal classroom
and to adopt a facilitator role by encouraging group interaction and
initiative. The first session followed the second week of camp. Since
the students were very eager to learn more specifics about how they
could help the campers, they requested that the EMRC consultant be
present and she agreed to attend.
At the beginning of the session, the instructor announced that
the only requirement was that the group stay together for the entire
time period. The manner in which this time was to be utilized was left
entirely to the students. They were, however, reminded of the tasks
planned for this session: group discussion of ideas for evaluating
campers, group analysis of case studies, and completion of leadership
style questionnaires.
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The presence of the consultant elicited many questions about the
children and the camp. In general, the students wanted to know how
best to accomplish the immediate task of working with the children; this
was apparently the highest level need of the group. The director ad-
mitted his lack of planning by saying, "It (the camp) was just a place
to go. I didn't set up programs. I didn't know what I was going to
do before it started," The consultant immediately told him not to let
hindsight prevent him from making good use of the time left.
In the process of answering the students' questions, the EliRC
consultant stressed the importance of giving the campers useful skills
that they can carry over into their daily lives. She pointed out that
tne strong relationships between students and campers were already
helping tremendously to reinforce the much-needed concept of self-worth
in the children. But sne added that individual assessment of each
camper's progress was also a necessary part of the process of helping
the children to recognize that each is an important person even though
they are all different from each other. In this way, with the support
of a feeling of personal worth, they could "move forward" and improve.
She also emphasized the importance of showing them how they have im-
proved. The students then began discussing their ideas for measuring
camper progress and much of the remaining time went into developing
the behavioral categories to be evaluated.
Camper Growth Record . Although, theoretically, behavioral cate-
gories to be evaluated ought to be established before the onset of a
study, these decisions evolved in the process of this study because
of the unique sequence of events. The first group decision was that,
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because of Che individualistic nature of the campers, no effort would
be made to make a detailed list of specific behaviors in each category
to be measured (for example, under swimming, "puts face In water,"
"blows bubbles," etc.). Instead, everyone agreed to use fairly general
categories, fully discussed and understood by all the students who
would be rating the campers.
The consultant on EMRC then showed the students several educa-
tional check lists and discussed them in some depth. Drawing on both
her input and their experience at the camp, the students developed the
list of behavioral categories shown below through group consensus.
They a^so decided that the Likert- type scale which they created wouid
be called a "Growth Record" to emphasize the importance of individual
growth.
It became clear immediately that two overall categories of prog-
ress must be evaluated. "Physical improvement" would be relatively
easy to observe but, because of the involvement of large and small
muscle co-ordination, might require a longer time period than that
available in the camp situation. The second major category included
changes in attitudes and interpersonal behaviors and, for want of a
better term, was called "personality growth." It was recognized that
this was the area where more work might be accomplished within the
given time period but that these observations would necessarily be more
subjective in nature. The list of behavioral, categories resulting from
this discussion follows below. (The final. "Growth Record" is shown
in Appendix F.)
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Personality Growth:
!• Ability to communicate
2
. Assumes responsibility
3. Manners
4. Attentiveness
5. Follows directions
6. Works for improvement
7. Initiative and creativity
8. Works well with others
9. Cooperation with total group
Physical Improvement:
10. Swimming
11. Ability to change clothes and dress correctly
12. Ability to walk a straight line
There was much discussion about what physical behaviors to in-
clude. Since the camp's only initial goal was to teach swimming, this,
of course, was the first listed. The last two physical categories
were felt to be important by both the students and the consultant: the
"ability to change clothes and dress correctly" and the "ability to
walk a straight line." The attainment of these skills is often dif-
ficult for the retarded child, yet their absence makes him or her con-
spicuous in a highly unfavorable way in a group of "normal" peers.
The first of these abilities includes such simple skills as tying shoe-
laces, buttoning buttons, and putting clothes on right- side-out and
right-side-front. The capacity for walking a straight line not only
helps to improve the children's physical appearance but also contrib-
utes significantly to their ability to locate themselves in space and
to their coordination in general.
During the short time that the students had worked with the
campers, the greatest problem they had observed was the campers' ina-
bility to communicate. Many of the campers had speech problems and
107
others were very immature or shy.
category to be established was the
was for the campers to make themse
the other children.
Consequently, the first "personality-
ability to communicate." The goal
Ives understood by the students and
The next category came from discussions of the children's be-
havior in terms of the maturity-immaturity dimension used in leadership
theory. It was hoped that campers could be taught to "assume responsi-
bility" for themselves, their own belongings, and, to a certain extent,
for each other. This was recognized as a difficult goal for these
children but an important one to strive for despite the short time
period.
The next "personality" category was "manners." The students felt
that, even in the relaxed atmosphere of a camp situation, this was a
very important behavior to improve for the carry-over value in daily
living. At the camp "please ,' 1 "thank you," and "excuse me" were rarely
heard from the campers. It was hoped that the habit of courtesy would
help to lay the foundations of self-respect. This category of behav-
ior was considered relatively easy to observe since there would be many
occasions during the camp season when manners, good or bad, would be
specifically demonstrated.
Gaining the campers* attention was not difficult but holding
their attention, particularly in a group or for any length of time, was
challenging. The consultant's question, "do they listen and pay atten-
tion to what you're telling them?" generally brought the answer "no" from
the students. Mentally retarded children are, in general, very easily
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distracted.
"Attentiveness" was chosen as the label for this category.
The ability to "follow directions" is an especially important
skill for these children. The need for developing this ability was
felt to be closely related to the need to improve attentiveness. Both
of these skills are, in many ways, "prerequisites" to other sorts of
learning. Following directions would be judged on an individual basis
even though on many occasions directions would be given to groups.
Different campers showed different levels of overall motivation
or willingness to "work for improvement." This category has broad im-
portance since a general level of motivation would affect improvement
in other behavioral areas. Most of the children seemed to need almost
constant support and encouragement in any endeavor. It was hoped that,
after ample external rewards, campers would gradually become more self-
motivated and would learn to continue to improve with or without en-
couragement
.
Gains in "initiative and creativity" would be indicative of some
measure of self-actualization. The students recognized that there
would be limitations in these areas. The highest expectation might be
for a child to find a new way of playing or working with materials al-
ready familiar to him or her.
Since most of the camp activities were group-oriented, it was
considered very important that the children work well with each other
and with the students. This ability to get along with other individuals
on a group project was also considered an important skill for everyday
living. It was included in the list as "works well with others."
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Although there was a recognizable overlap with the last cate-
gory, the final trait, "cooperation," was also included. This was
viewed as an overall effort by an individual to work well with the
total group.
What scale to use in evaluating the children was also discussed
at some length. The first suggestion considered was a fifteen-point
scale. This seemed awkward to some other students who felt that a
point St.ale would be more manageable. The controversy was
finally resolved when the terms, "never," "seldom," "occasionally,"
"frequently," and "most of the time" were applied to the five-point
scale. This seemed to allow enough flexibility to satisfy everyone.
The students agreed that "never" would mean absolutely never and that
"most of the time" would mean almost always. Since improvement was
the goal rather than perfection, these terms seemed appropriate be-
cause they implied various levels of expectation.
Even though two weeks of camp had elapsed, the instructor sug-
gested that data on the campers' earlier behavior would be useful and
informative. Each camper was rated in retrospect at the end of the
first week and at present (the end of the second week). Each student
rated the campers that he felt he knew best. Students then compared
notes with other students and/or the director in cases where the
latter had known the children previously. The students then looked
over their ratings for areas in which improvement was needed. From
this analysis each student could set some specific goals for work-
ing with each child.
no
During this first
the students chose to do
"class-oriented" enough
Case studies of various
marathon session, although most of the work
was centered around the camp, they were still
to want to accomplish the other assigned tasks,
types of organizations were analyzed in group
discussion for organizational structure, goals, tasks, and leadership
style. Finally the leadership style questionnaires were completed.
The instructor/author rated her classroom leadership style on the
L.O.Q. and the Managerial Grid. The camp director's style with the
students was rated by the other students on the L.B.D.Q. All the stu-
dents rated their styles with the campers on the L.O.Q. and the Mana-
gerial Grid. The tests were then scored and results were briefly dis-
cussed.
When this six-hour session ended, everyone seemed to feel a
great deal of satisfaction in a "job well done." For the students,
there was a new sense of knowing where they were and what they were
doing. Their goals were more clearly defined and they seemed to have
gained a much higher level of motivation to work with the campers.
There was a relaxation of the tension that had surrounded the unknown
purpose of a marathon session. Students left with a new enthusiasm to
try out many new ideas, partly because they had helped to formulate
the ideas themselves. The group had not only reached consensus on
many points despite disagreement, but had also "taken over" the running
of their own meeting and had shared leadership functions in a more or
less democratic manner.
The consultant and the author noted that, in spite of their en-
thusiasm, the students were still somev;hat resistant to any suggestions
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Of activities that resembled
-school” or that were not
-play” or
for the children. This attitude seemed to come from the director
more than from the others and seemed to be related to his general
fensiveness and feelings of inadequacy. To a certain extent, the
director seemed to be carrying his assigned leadership role with
into the classroom and the marathon session.
n fun'
de-
camp
him
The third week
At_camji. "July 24. A good day at camp with no major problems.
This morning after the pledge of allegiance, we broke off into
tribes and discussed pollution. Then Uncle Bernie (the director)
spoke to the whole group about pollution in the pool. It seems
the bacteria count was up and Mr. B. (the owner) spoke to him
about having the kids go to the bathroom before going into the
pool. The kids looked pretty blank when Bernie talked to them,
and finally in desperation he said very seriously, 'Don't pee in
the poo 1 1 We almost cracked up but the kids just nodded
acceptingly and now have a new ritual before going swimming."
(Jim)
The above story is a good example of the difficulties encountered
in orienting these children to social expectations. While they lis-
tened attentively to the director's careful explanations of pollution,
there was little or no connection between this concept and using a
bathroom instead of the pool. This incident definitely brought the
campers’ need for socialization to the students' attention.
Assessment of individual camper improvement became more person-
alized and more objective with the introduction of the Growth Record
and the students' new awareness of the behaviors they had included.
(These sheets were never used in front of the campers. Comments were
written as soon as possible after a particular session.) With their
new understanding of the wide range of abilities across campers, the
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students showed greet improvement in planning activities to meet indi-
vidual needs. Some of the Mongoloid campers who had difficulty with
coordination (e.g., walking a straight line and going up and down
steps with only one foot at a time on a tread) worked with one of the
students on steps and on a plank. For other children, the tedious
chore of identifying the parts of their own bodies was made easier
with a slow, modified version cf the game, "Simon Says."
The camp director assigned the other students to specific tribes
and activities and appointed one of them to be assistant director.
Leaders for each tribe ("chiefs") were selected by the students from
the older, better-adjusted campers. It became a rich reward to be
chosen substitute "chief" for the day whenever the permanent "chief"
was absent.
The EMRC consultant continued to be very helpful in offering sug-
gestions to meet the needs of the campers. However, there was still
some resistance by the director and the students to planning any learn-
ing experiences for the campers which might be construed as anything
other than "fun." Recognition of camper improvement was still just
verbal. As the campers' feelings of identification with their tribes
and their relationships with the students continued to grow, they be-
came more cooperative and showed increasing group cohesiveness within
their tribes.
Dodge ball and blindman's bluff had become particularly popular.
Inter-group competition was developed through various sorts of relay
races. The most difficult of the events was carrying a golf ball on a
spoon. The younger campers and those more severely retarded were not
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able to participate in all of these games but appeared to feel rewarded
by belonging to a "team” which put up a good showing against the other
tribes
.
During this week, one of the students set up a "studio" and took
photographs 01 individual campers. He also took group portraits and
pictures of various group activities. Figures 3.2 and 3.3 show two of
of his photographs. At the end of camp each camper was given his or
her own picture and a picture of the entire group (the latter is shown
in Figure 3.2).
It was evident that the students, while still resistant to many
suggestions, were becoming more task-oriented while continuing to main-
tain high relationships with the campers. Their enthusiasm knew no
bounds and their feelings about working with these children are exem-
plified by the following:
"What a great weekl These kids try so hard and are so respon-
sive. After all this time, Suzie finally put her face in the
water today and blew bubbles. Had an awful time teaching her
what 'breathe in and breathe out' mean, but she finally did itl
Taught Eugene how to tie his shoes and Paul was wonderful when
made Chief for a day." (Bernie)
(Suzie is a ten-year old Mongoloid. Eugene is twelve but looks
and behaves at a four or five year level. Paul is the oldest
camper but the victim of C.P. He is extremely retarded, has
poor coordination and a severe speech problem.)
In class . One of the materials distributed in the very first
class session was the Concept Clarification Exercise (developed by
Blanchard, the textbook author) which emphasized the main points of
the theory in the text through a test format (shown in Appendix I) .
The instructor/author had suggested that the students use this as a
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study guide by writing out the answers to all questions. The Exercise
was given to the class as a mid-tenn examination during this week.
The correct answers were then reviewed and explained so that the mate-
rial would be thoroughly understood.
The second class session of this week was used to discuss prog-
ress at the camp. During this discussion the students noted that be-
cause the camp had no name, it was being called "the place where the
dummies go" or "the retards' place." A discussion of "what's in a
name followed. It was acknowledged that a camp name could be im-
portant for the campers' personal growth by helping them to establish
an affiliation or identification with the camp as a whole. The "need
to affiliate (Maslow) was discussed in terms of the campers' needs to
feel they belonged to the larger group. A positive identification
with the camp was also recognized as an important ingredient in build-
ing a positive self-c.oncept in each camper. The students finally de-
cided that a name for the camp was very important. The way they
approached the problem of its selection demonstrated considerable in-
sight and maturity.
The fourth week
At camp. "July 31. This was a good day. We accomplished a lot
of things. All the campers noticed my haircut (pretty percep-
tive) . Donny got camper of the day and I reappointed him chief
of his tribe. He seems to have calmed down. The most important
thing today was that the campers (with some help from us) picked
a name for the camp -- UMGAWA . We also set up the achievement
board: Each child received a star to start the ball rolling.
Bobby was very temperamental and I gave him a lecture on help-
ing himself to the cookies. Started trying out all the great
games that were donated." (Bill)
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At last, one of the greatest liabilities was eliminated - the
camp finally had a name! To accomplish this the students worked with
the tribes and encouraged each camper to offer suggestions. The result-
ing twenty-odd suggestions were then pooled and screened by the stu-
dents. The campers voted on the best five. The name they chose,
"UMGAWA," had been introduced the first week as a camp cheer. The
campers had been told that it was an Indian word for friendship, love,
and good times - a significant choice for the name of the camp! Of
course the camper who had suggested the name received a rousing cheer
and the first star to be placed on the new "achievement board."
To improve camper motivation a special "camper of the day" award
was also introduced. This was to be presented each day to a camper who
made some outstanding individual progress. As a result, efforts were
made to plan and develop group activities which were varied enough to
offer a measure of success to every child.
Group activities also became more geared toward improving large
and small muscle coordination. The steps and plank of the previous
week became part of an obstacle course. Figure 3.3 shows a camper
running through the course. All the campers enjoyed the timed relays
in which each competed against his or her own time. Recognition was
awarded to those whose improvement was the greatest.
A field trip to the police station was the highlight of the week.
The trip was preceded by some discussion and practice of "how to behave
on a field trip" and "how to find the police station." All the children
enjoyed going into the jail cell though a few were frightened when
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finger-printed. The students were surprised at how well the children
behaved and how much they seeded to benefit from this experience. After
visiting the police station, the students spontaneously decided to take
the campers to a public park for ice cream and some games. The direc-
tor's cooperation in this clearly demonstrated increase in his flexi-
bility since the first week of camp. He had originally been completely
resistant to the other students' suggestions and to allowing any free-
dom for the campers.
Interest in the crafts area increased when the task of making
tom-toms was introduced. The campers enjoyed beating them in time to
cheers and songs. The process of making the tom-toms involved some
cooperative work in which those who were adept at cutting and tracing
helped the others. Throughout the week there was an obvious increase
in campers' assumption of responsibility for specific tasks.
"No camp today because of the weather. Spent the time making
posters for the benefit performance of "Tales and Fables next
week." (Bernie)
The greatest single remaining liability was the absence of avail-
able indoor space for rainy-day activities. Camp was cancelled for one
day and, surprisingly, instead of spending this free morning in bed,
the students utilized the time to make posters and to plan the activities
for the remaining weeks with special care.
In class
. This week the students each turned in a written report
on one of the needs analysis models as it applied to the camp. Below
is a copy of the report written by one of the students (Bruce)
:
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s
valuation Model as Applied to the C.am?
Planning Stage
Context
Evaluation
Approximately twenty- five retarded children, yard approxi-
roately one hundred feet by seventy five feet, four coun-
h«
0rS
,’,
lreCt°r
’
lnltial Prokle" Is to set up a programbasically recreation-oriented but with educational pos-
sibilities. r
Input
Evaluation
Program Coals and Obiectives
Basically we're trying to familiarize ourselves with the
needs of retarded children and to set up programs which
will benefit each child socially, physically and emotion-
ally. We must experiment to find most effective activ-
ities
.
Process
Evaluation
Analysis of Alternative Design
Divide the campers into three tribes. Have several dif-
ferent activities to avoid apathy among the campers.
Give detailed instruction (with demonstration) of each
activity. Pursue those activities that interest and teach
the campers. Eliminate those that don't.
Feedback
Product
Evaluation
Keep records to show campers' progress. Compare achieve-
ment of each camper against himself. Analyze situations
to find where camp could be more effective. Remain open
to suggestions and flexible to change.
All of the students chose to use the CIPP model because of its
simplicity. After their papers were presented and discussed, the class
as a whole analyzed the camp situation in terms of the EPIC model.
This more detailed model pointed out the absence of accurate informa-
tion in many facets of the situation, such as the family backgrounds of
the campers. This model was also useful in identifying two organiza-
tional weaknesses. In examining "time and duration" components (as
described in Chapter II)
,
the students were unable to specify a daily
schedule of events even though there was some regular order to daily
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activities. The greatest weakness appeared under the third variable,
methodology or "the process whereby learning is facilitated." All
agreed that progress had been made toward modifying the original goal
of recreation to include learning experiences. However, much work
still needed to be done on the problem of how to best present these
learning experiences. Information on "facilities" and "cost" was clear.
The "instructional" dimension presented complexities which were either
unknown or not applicable to the situation. The "behavioral" dimension
was certainly the area in which the most needs analysis work had al-
ready been done in the process of developing the camper "Growth Record."
The children's behavior was thoroughly analyzed and discussed in class
throughout the camp season.
The second marathon session
. This session was anticipated by the
students with much enthusiasm (as opposed to the anxiety felt before
the first)
. By this time a fairly cohesive group had evolved and a
very relaxed atmosphere prevailed. There was a review of the previous
two weeks of camp operations and a discussion of plans for the final
two weeks. Individual camper progress was also reviewed. The EMRC con-
sultant, who was again present at the request of the students, answered
more questions.
This second session eventually evolved into a sort of encounter
group. This change of direction was partially prompted by the author's
request that the students prepare a self-rating sheet which she would
later use as one of the bases for the grades. Grades (and the question
of their necessity) were discussed at some length. The general con-
sensus was that it was "a shame" that grades had to be given. In the
process of discussing how to evaluate themselves, the students began
discussing their own motives.
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As the discussion became more personal, one of the students who
worked as a salesman became a sort of "willing target" in the exchange
of ideas on individual motivation. This student had made it clear to
the others that he would not want to work with any kind of exceptional
people on a full-time basis and that his interest was in earning his
degree. The others felt a need to convert him if possible. They re-
sented the difference between his motivation for working at the camp
and their sincere interest in the area of special education. They also
told him that he was opinionated and could be more flexible if he
wanted to be. He admitted to the fault of monopolizing a conversation
with: "I'm very insecure and I want to control things and I can there-
fore identify with you (the camp director) to some extent."
This conflict within the student group had been building up for
some time. The student in question was very bright, did all his
assigned work very adequately, and worked well with the children, but
somehow did not fit into the comradery of the group. He was an "odd
man out" and was not really liked by any of the other students. One
of the students said to him in an apparent effort to be nice: "You
have a lot of potential - you really do - as long as you can direct
it to the right place." As the session went on he admitted that there
were very few people with whom he could establish a rapport. He also
said, "I can't be in a situation that I don't like. I can't put up
with it. I feel a lot of frustration if I do." In speaking, he hesi-
121
tated as though he were afraid of the way his words might come out.
This sort of exchange continued for some time. As this student
gradually exposed himself, slowly each of the other group members
offered some degree of emotional support. The net result seemed to be
a new sense of group solidarity and a new unity of purpose. In the
process, the student camp director had let down his defenses completely
and had become more open to suggestions and much more willing to share
his responsibilities. The motivation of the entire group seemed to
increase. It was obvious from what they said in this session that they
were becoming more task-oriented in their work with the children and
more specific in their hopes for them.
When this session ended, many solid plans had been made for the
rest of camp. There was general group agreement that they would work
through the end of camp in spite of the fact that summer session ended
a week earlier. They also made plans for a party to which they would
invite their wives and girl friends.
The fifth week
At camp . "August 7. What a difference it makes to have things
organized! It seems like when we know what we're doing, the
kids are more responsive." (Jim)
The special activity scheduled for this week was a play ("Tales
and Fables") presented for these campers and other local children.
Since the students knew that many of the children had little experience
with public events of this type, they centered their planning of the
week's activities around preparations for this event. The first attempt
to demonstrate standards of proper dress was made when the children
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came out of the pool from a free swim. A student asked, "is this the
way we should look when we go downtown shopping?" The students then
guided the discussion as campers responded with various suggestions.
Throughout the preceding four weeks, much attention had been given to
self-dressing skills. During this week these skills were enlarged to
include "proper dress" for particular functions.
Utilizing the campers' recent experience of the trip to the po-
lice station, students emphasized ways in which these two activities
differed and the respective requirements for each situation. A role-
playing exercise was used in which the campers acted out "going to the
police station" first and then "going to the show." What to wear and
how to act were the themes of this exercise. For "going to the show,"
the campers acted out getting up in the morning, getting dressed,
arriving at camp, walking to the show, filing into seats, and listening
and clapping appropriately.
On Friday, the play turned out to be a tremendous success for
both the campers and the players. All of the campers arrived neat,
clean, and very enthusiastic. As previously rehearsed, a buddy system
was used in walking to the performance. There were several other groups
of children attending the play and this enhanced the learning experience
for the campers. After the show, when the actors were showing the
children "behind the scenes," one actor remarked to the students that
this was one of the most responsive groups they had played to.
During this week of camp, a practical, efficient daily schedule
finally emerged as the result of the last week's class discussion of
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the camp in terms of the EPIC model. The students also began to go
beyond the Growth Chart by observing various kinds of behavior and
skills not specifically covered by the established categories. They
now agreed that some additional skills ought to have been included
from the beginning: prehension, walking up and down stairs, posture,
and gait. When improvement in these areas was evident, students now
made notations on the sheets under "comments" and on the backs of the
sheets. Unfortunately, these data were so individualized that they
did not later lend themselves to statistical analysis. Instead they
are summarized verbally where relevant under the individual descrip-
tions of the campers in Chapter IV.
In general, the students showed an increased concern with pro-
viding learning experiences for the campers as a result of the previous
week's class discussion of the EPIC model. They initiated ingenious
modifications of "old" activities and several "new" activities to pro-
vide more opportunities for camper learning.
The terms "over," "under," "through," "jumping," "walking,"
"running," "hopping," and "skipping" came alive with some changes and
additions to the obstacle course: a table to go over and under, a tire
to crawl through and hop into, a rope to jump over, and logs to walk
on (far less stable than the previously used beams) . The campers were
encouraged to attempt all of the course, guided by students and en-
couraged by teammates. By this time, the older, more skilled, or more
responsive campers were enthusiastically helping in whatever ways they
could be useful. They "spotted" at each point on the obstacle course,
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helped in placing and picking up equipment, and one boy even learned
to use and read the stop watch correctly. Each day one small group at
a time worked cri learning how to throw horseshoes, to hit a birdie
with a badminton racket, to throw a ball over a net, and (for some) to
hit a baseball with a bat.
In crafts, campers painted various sizes of rocks for paper
weights and door stops. Many also enjoyed making flowers and mosiac
pictures from egg boxes. These simple activities required some degree
of small muscle coordination and were surprisingly taxing for some.
The students watched the children carefully and immediately assisted
those who were having difficulty so that the tasks would not become
frustrating.
One "contest" which evoked great interest was the "treasure
chest." This was a small margarine box containing various objects (a
nickel, a shark's tooth, a bell, a kernel of corn, a match, etc.) which
the children tried to identify by hearing, by feeling, or by seeing.
Each child was encouraged to make his or her own treasure chest to
decorate and take home. The guessing activity was designed to encour-
age the children's curiosity, broaden their vocabularies, and sharpen
their senses. This was a "fun" learning activity for the campers and
a gratifying experience for the student working with each child.
By this time, a significant change was evident in the attitude
of the campers. Each day campers showed excitement and joy at the
prospect of being with friends and participating in activities in which
they could be successful.
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"I
^
n t b6lieve the kids * They used to come to camp kind ofdociley - not too sure of themselves and somewhat troubled asthough they might be asked to do more than they could, or bein'*put on the spot. Now they're all bubbly and not afraid to bethemselves
. Their faces just light up when they arrive and see
any of us -- it s great I" (Peter)
In clas
_
s . Since this was officially the last week of class,
though the students were full of enthusiasm about the camp and the
children, time had to be taken to finish up some of the classroom
tasks. Students gave reports on case studies which they had analyzed
in terms of the situation, the followers, and leadership styles. Each
had also been assigned to write a case study of an organization with
which they were familiar. Organizations studied varied widely from a
boy scout troup to an insurance business and a private school for emo-
tionally disturbed children. In the presentation of these cases and
the resulting discussions, the students applied the various theories
covered earlier in the course.
After all the assigned tasks of the class had been accomplished
with real enthusiams, the students requested two additional class ses-
sions beyond the period when classes officially ended, "to really wind
things up right, and to learn as much as we can." This is the great-
est feedback in the world for any instructor.
The sixth week
At camp . "The last week. It doesn't seem possible. I really
have such mixed feelings. Classes ended last week but we're all
staying through the end of camp. Who could leave now? The kids
are so excited, yet sad, too. We've certainly grown fond of
each other; some of them I'd like to pack up and take along home
with me. This week must be the best yet!" (Bill)
The end was near and the feelings expressed in the student log
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above permeated the atmosphere. Suddenly there was not enough time
for some of the activities discussed in class which the students had
originally rejected for not being "fun." Stated goals and objectives
took a new urgency as students, checking over the individual camper
Growth Records, found areas in which little growth had occurred. The
students were tempted to begin to tackle some of these tasks and to
leave unfinished some of the efforts already begun which seemed less
important now. However, the students decided that, for the campers'
sake, finishing projects that had been started was more important, even
if this meant taking the time to do things like putting lacquer on
painted rocks. Cool weather hampered swimming activities but the extra
time was well-utilized to finish up contests and games and to involve
the campers in plans for Parents' Day.
The planning for Parent's Day was accomplished during quiet times
with students guiding the discussions in each tribe. One tribe decided
to put on a little show imitating parts of "Tales and Fables." Another
group decided to involve their parents in a game of "follow the leader"
and planned what the leader would do. The third group also decided
that it would be fun to play games with their parents. The student
guiding this discussion explained why these should be games which all
could play (like dodge ball, three-deep, and stoop tag) instead of
horseshoes and badminton where only a limited number of players could
participate. All of the campers were enthusiastic about beginning the
program with the usual morning exercises including songs and camp
cheers. The students decided to include a swimming demonstration, in
small groups, to give each child an opportunity to show what he or she
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had learned in the water. The students also decided that the parents
would enjoy watching the children go through the obstacle course.
The student in charge of crafts worked with some of the older
campers to set up a display area for the children’s arts-and-craf ts
creations. A display board of photographs of the camp season was also
assembled.
Parents had all been sent invitations by the director. The day
had been set for a Sunday (following the last day of camp) to permit
parents who worked to attend. Finding out from the campers how many
were coming was a monumental chore. Since the invitation had included
siblings, space and equipment were really problems to be reckoned with.
One of the campers said that his parents were bringing lawn chairs and
a blanket to sit on and several of the others said they would tell
their parents to do the same.
Since the parents had been asked to provide whatever food they
wished for the picnic, the students guessed that many would probably
bring something to cook. The students decided to prepare the campers
with some safety precautions about open fires and, for the more mature,
fire-building skills. The outdoor fireplace in the yard served as a
"laboratory." Both a wood fire and a charcoal fire were demonstrated
by two of the students who had been Boy Scouts. They explained and
demonstrated the fundamental safety precautions of fire building, in-
cluding such practices as keeping matches in a metal container and oul
of the reach of small children, having materials like sand or water
nearby to put out a fire, etc. The use and dangers of charcoal broilers
128
(which many of the parents owned) were also explained. This discussion
covered the care that must be taken in starting a charcoal fire with
paper or kindling and emphasised the dangers of liquid fire starters.
In general, fire was shown to be a tool that people use to cook or
keep warm but never to play with.
Finishing up contests and games kept most of the campers and all
of the students extremely busy. Many of the children were, by this
time, highly motivated to improve on their own scores. Those who had
not yet been named "camper of the day" (more than half) were especially
eager to improve on previous performances in order to win this prize.
Since there were only five days left and only five more campers could
win this award, the students encouraged the children to build up their
individual points for the camper achievement board instead. Many of
the older campers helped the younger ones with these tasks and glee-
fully reported any success to the students.
"Bobbie tried hard to master throwing the horseshoes, but he
hadn't been able to get anywhere near the stake. Jim really
worked hard and patiently with him to try and help him. (Bobby
is an eleven-year-old Mongoloid boy, Jim is an eighteen-year-
old brain-damaged boy). On the last day of camp, Bob finally
got a ringer, and it was tough to tell who was proudest, Jim
or Bob." (Bruce)
It was amazing that everything planned for the last week was
actually accomplished. Somehow, by the last day all the crafts, con-
tests, and games were finished, camper evaluations were completed, and
all were looking forward to Parents' Day. On Friday there were some
tears and many regrets that camp had ended for the summer.
In clas s. Discussions during the additional week of classes
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centered around the camp. The EMRC consultant answered more questions,
final plans were developed, and students gained an overview of all •
that had been accomplished at the camp.
In the very last class session, students completed the self-
evaluation forms they had developed and the two course evaluation forms
the instructor had constructed. Also, a second round of ratings was
done on the same leadership style questionnaires that everyone had
completed during the second marathon session. The leadership style
questionnaires were scored immediately and changes from the last scores
were discussed.
Post script: Parents* Day
"The parents and kids began arriving about 2:00. By 2:30, all
who were coming had arrived and we started out as usual with the
tribes, opening exercises, songs and cheers, then swimming demon-
strations. The kids were so excited and the parents so proud
and pleased. It was pretty hectic with all the people, but every-
thing went fine, and even the cookout was pretty orderly. We
gave the kids each a picture of themselves and one group picture
and this went over big. Some of them wanted the picture of us
and I promised to send it to them. This just proves what can be
done in a short time and I think the parents were really surprised.
I really hate to see it all end - these kids are just wonderful."
(Bill)
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CHAPTER IV
ANALYSIS OF THE DATA
The Hersey
-Blanchard (p. 68) definition of leadership, L « f (l,f,s),
the leadership process is a function of the leader, the follower, and
other situational variables." provides a useful framework for the pre-
sentation of the case study data. This chapter proceeds from an anal-
ysis of leader behavior through an examination of situational factors
to the description of changes in follower behavior. It then concludes
with an evaluative look at the project as an educational experience.
Leadership processes in this study clearly occurred on three
levels. The instructor/author played a leadership role for the students
in class, the camp director was officially the leader of the other stu-
dents at camp, and all the students were certainly leaders for the
campers. Data on all these leadership levels are presented in the
first two sections of this chapter, "Instructor as Leader" and "Stu-
dents as Leaders." In the third section, "The Camp," analyses of changes
in the camp situation and changes in the campers' behavior are pre-
sented. A fourth section, "Epilogue," refocuses on the project as an
educational experience by presenting data on student performance and
student reactions to the overall experience.
Instructor as Leader
The instructor/author's leadership style with the students was
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an essential component in the effective implementation of the case
study. She felt that the students must develop to the highest possible
level of task-relevant maturity in order to take the active role needed
to organize the camp effectively and really help the campers. Through
taking an active and productive role, the students would learn more
and grow more from the experience. The instructor/author decided to
model her classroom behavior on the Hersey-Blanchard Life Cycle Theory
of leadership to provide maximum opportunity for this growth in matur-
ity and to give the students a useful working model of the theory. The
data in this section are indicative of how well this aspect of the case
study was implemented.
In the classroom situation, the author occupied a traditional
leadership role as class instructor or "professor." She planned to
retain some of her automatically assigned authority by continuing to
set goals for the class, while gradually relinquishing much of the
remainder of this authority. She attempted to start the class with an
authoritarian style (high task, low relationship) but began trying to
establish a good rapport with the students and to move to a more
democratic team style (high task, high relationship) by the second
week of the study (the third week of classes) . As student knowledge
of subject matter and willingness to take an active role increased
during the third and fourth weeks of the study, the instructor/author
tried to reduce her task behavior as much as possible while continuing
to provide a high level of socio- emotional support (low task, high
relationship style). She never felt, however, that she could hope to
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complete the Life Cycle by moving into the final style (low task, low
relationship). It seemed unlikely that in such a short period of
time tnese young adults would develop the maturity necessary to func-
tion with a minimum of socio-emotional support from their leader. She
never attempted to move on to this last style.
In the camp situation, however, where the instructor/author was
officially in a supervisory position, she chose the single constant
role of participant observer/consultant as the best vantage point from
which to observe the students' interactions with the campers. She
hoped that her choice of this low key role would allow the students
more freedom to take active leadership roles. When at camp she made
no direct attempt to influence the goals and organization of the camp
but served only as a co-worker and resource for the students. All the
following data on her leadership style refer to her classroom behavior
.
Instructor's leadership style as self-rated
As a check on the accuracy of her general self-observations, the
instructor/author rated herself on two tests of leadership style at
two different times, after the second and sixth weeks of the study.
Both tests measure variables similar to Hersey and 3lanchard's task
and relationship dimensions. The Managerial Grid (shown in Appendix A)
tends to measure the leader's attitudes or predispositions while the
Ohio State Leader Opinion Questionnaire (L.O.Q., shown in Appendix B)
is more of a behavioral measure (Hersey and Blanchard, p. 76).
In addition to the usual caution exercised in interpreting
scores from self-ratings, there are even more reasons for caution in
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this situation. Though the instructor/author made every effort to
rate herself honestly and objectively, she was rating behavior that
was an integral part of the successful implementation of her own case
study. Furthermore, she was quite thoroughly versed in both leader-
ship theory' and the mechanics of the tests she was taking.
Instructor 's Ma nagerial Grid scores
. Figure 4.1 shows five
scores for the five styles measured by the Managerial Grid for the
second week and five scores for the end. The highest score for the
second week was a 22 for the 9-9 "team" style (high concern for people,
high concern for production)
,
followed closely by a 19 for the 5-5
'middle of the road" style. This is perfectly congruent with the
instructor/author's general self-observations since a "mental average"
of these two scores would place her behavior very near the center of
the second quadrant. Her scores from the end of the study show a
22 in the 1-9 "country club" style followed by 17 in both 5-5 and 9-9
styles. Again, a "mental average" of these scores would put her over-
all behavior where she hoped it would be, well within the third
quadrant
.
The changes in the instructor/author's scores over time within
each style were submitted to t-tests for paired observations with one-
tailed tests of significance (Lynch and Huntsberger, pp. 197-199).
The change from 22 to 17 in the 9-9 "team" style yielded a t of 1.82
while t was 1.50 for the opposite change from 17 to 22 in the 1-9
"country club" style. Both of these values for t were significant at
only the .10 level. The other smaller changes yielded t-values which
Concern "For Production CToaK)
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were not significant (19 to 17 in 5-5, t = 1.00 and 7 to 9 in 1-1,
t = .78). There was no change in the score of 10 in the 9-1 style.
Again, the relative significance of these various t-tests suggests
that any real change in the instructor/author's attitudes as measured
by this test was a shift from the second quadrant to the third, very
much as she had planned.
lj^s t_ructor s L.O.Q. scores . Figure 4.2 shows two positions (for
the second week and the end), each of which represents a combination
of the two L.O.Q. scores, "initiating structure" (task) and "consider-
ation (i elationship)
. Both the decrease in the instructor/author's
scores on task behavior (t = 1.43) and the increase in her scores on
relationship behavior (t = 1.65) were statistically significant but
at only a .10 level. Her first score for "initiating structure" is
in the moderate range and seems to be an underestimate of her actual
task behavior during the second week. Both her Managerial Grid scores
and her self-observations indicate that her task behavior was at least
moderately high at this time. However, the overall movement shown in
Figure 4.2 from the second to the third quadrant generally supports
the instructor/author's self-observations.
Instructor's leadership style as rated by students
At the end of the class, students were asked to do retrospective
ratings on the instructor's leadership style at four points in the
seven-week period (no. 14 in "A Study in Evaluation by Students,'
shown in Appendix K) . They were asked to rate both task and relation-
ship behaviors on a 1-9 scale. Individual student responses (shown
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m Appendix C) are summarized and graphed in Figure 4.3.
The overall trend in Figure 4.3 from the first through the
second to the third quadrant is clearly what the instructor/author
attempted. However, students' estimates of how rapidly these changes
occurred are somewhat behind the instructor/author's attempted sched-
ule. Student ratings show her style still on the border between the
first and second quadrants in the third week of class (the second week
of the study) though she felt she was operating well within the second
quadrant by this time. She attempted to move into the style repre-
sented by the third quadrant during the third and fourth weeks of the
style but the students' ratings place her style within the second
quadrant as cf the fifth week of class (the fourth week of the study).
However, mean students' ratings on her final style (the seventh week
of class, the sixth week of the study) definitely agree with her plans
to be functioning in a low task, high relationship role.
Students' ratings could be more objective and therefore more
accurate than the instructor/author's self-observations and scores
from self-ratings. Perhaps the instructor/author felt she was making
actual behavioral changes when, in fact, she was only engrossed in
mental preparations for making these changes. On the other hand,
students may not have started to benefit from and therefore perceive
changes in the instructor's behavior as soon as they occurred.
The students' ratings could also have been affected by a combin-
ation of two other factors. Ratings were done retrospectively and in
the context of a newly- learned theory. Students' ratings may have
nelojionsm
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been biased in general by the ideal of the Life Cycle Theory. Specif-
ically, the students' elementary understanding of the theory could
have caused them to remember the instructor's style changes as more
evenly spaced over time than they actually were.
Nonetheless, according to the students' ratings, sizable changes
in the instructor/author
' s leadership behavior occurred between the
first week of class and the end of the study. When t-tests were per-
formed, the probability that the overall increase in ratings on rela-
tionship behavior occurred by chance was found to be less than .05
(t = 3.50) while the probability of such a chance decrease in ratings
on task behavior was less than ,01(t = 3.97).
I nstructor as leader: summary
Overall, the data point toward a successful implementation of
this aspect of the case study. The instructor/author's classroom
leadership style seems to have changed as planned over the six weeks
of the study, from a high task, low relationship style to a high task,
high relationship style and finally to a low task, high relationship
style in accord with the Life Cycle Theory of leadership.
Students as Leaders
Camp director as leader
The camp director's leadership style with the other students was
another essential ingredient in the successful implementation of the
study. The instructor/author's classroom attempts to provide oppor-
tunity for student growth definitely needed the extra support of a
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growth-inducing leadership style at camp on the part of the director.
Also, if the students were to really help the campers they needed the
freedom to participate in camp leadership functions. Any indication
that the director made productive adjustments in his leadership style
would also indicate that at least one student learned and grew from
the overall experience. Appropriate changes in the director's style,
then, would be partial evidence for both the successful implementation
and for one successful outcome of the study.
Direc tor s leaders h ip style as perceived by instructor. Even
though it was at the director's request that the other students offered
to work at the camp, he allowed them very little freedom or authority
in dealing with the campers during the first week. His disorganization
and lack of well-defined goals seemed to make him very defensive of
his position. Bernie (the director) chose a highly authoritarian style
(high task, low relationship) with the other students as though he
were afraid to lose control of the situation.
During the second week, Bernie still seemed uncertain of how he
could best utilize the other students. He had them help with swimming
instruction and assigned them other tasks to keep the campers occupied.
His authoritarian style continued and he was very resistant to any
organized activities with "learning" implications.
At this point, the instructor/author translated her hope that
Bernie' c leadership style would change into a prediction. She pre-
dicted that, give . the theory and model she was providing in the class-
room and the inc isingly apparent maturity of the other students,
Bernie's style with them would move first to a team approach or high
task, high relationship style and finally to a low task, high relation-
ship style.
In fact, it was during the first marathon session (at the end of
the second week of camp) that Bernie's defensiveness began to dissipate.
He became more willing to listen to suggestions and to try to effect
some organizational changes. In the third week of camp, he began to
allow the other students more freedom in helping him with planning and
in their interactions with the campers. During the fourth week, he
showed an increasing awareness of both the students' individual talents
and the campers' special needs. He actually encouraged the other
students' ideas for using incentives with the campers. During the
fifth and sixth weeks, Bernie continued this trend toward team work
with the others.
In summary, during the third and fourth weeks Bernie seemed to
move into the team style (high task, high relationship) the instructor
had hoped for and predicted. However, he seemed to continue in this
style throughout the last two weeks of camp. According to the author's
observations, he never did let go of his high concern for task and
move on to the third style (low task, high relationship) that would
have given the other students even more freedom.
Director's leadership style as rated by other students . The in-
structor/author had the other students rate Bernie's behavior toward
them on the Ohio State Leader Behavior Description Questionnaire
(L.B.D.Q.) after the second week and at the end of camp, (The L.B.D.Q.,
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shown in Appendix D, is analogous to the Ohio State L.O.Q., shown in
Appendix B. The wording of the L.B.D.Q. simply refers to another per-
son rather than to oneself.) All the scores from these ratings are
shown in Appendix E. Mean scores are graphed in Figure 4.4.
Figure 4.4 shows that the students' ratings place Bernie's
second-week style in the moderate range for both task and relationship
dimensions as opposed t;o the instructor's observational assessment
(high task, low relationship) of Bernie’s behavior at that point. The
end-of-camp ratings, however, yield a position within the second
cjuadriant (high task, high relationship) which fully supports the in-
structor's final observations. The slight increase in Bernie's task
score over time was not statistically significant (t = .92). However,
the clear increase in his relationship score was significant at a .01
level of certainty (t *= 5.78).
It seems likely that the instructor/author's second week obser-
vations of Bernie were more accurate than his mean L.B.D.Q. scores
from student ratings. The other students were, at first, quite im-
pressed with: (1) Bernie's official leadership role, (2) his warm
relationships with the campers and his personal knowledge of most of
them, (3) his greater experience and knowledge in this work (which,
though not extensive, was certainly more than their own)
,
and (4) his
dedication. He was a personable young man and the other students
liked and respected him. They may have been unwilling or unable to
see Bernie's initial authoritarian style clearly, since such a style
probably seemed very undesirable to them. Theoretically, the instruc-
tor/author was in a better position to make objective observations at
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. The instructor/author's ob-
servations and the students' L.B.D.Q. ratings agree in a very general
sense that Bernie's relationship behavior toward the other students
increased over the six weeks of camp while his task behavior remained
essentially at the same level. It seems that Bernie did make produc-
tive adjustments in his leadership style in response to the situation
and that the whole study was better implemented as a result.
The study might have benefitted even more if Bernie had been able
to reduce his task behavior with the other students as the instructor/
author had hoped and predicted. It seems in retrospect that this was
a great deal to expect from this conscientious yet insecure young man.
Also, the pressure to accomplish as much as possible in the last weeks
of camp may have been a strong factor working against any reduction in
his task behavior. The fact that Bernie let go of as much control as
he did seems to indicate that a significant learning/growth experience
did occur.
Student leadership with campers
Clearly, the appropriateness of the students' leadership style
with the campers was central to the effective implementation of the
whole project. After exposure to classroom theory, the overall camp
situation, and the campers, students would hopefully diagnose the most
appropriate leadership style and begin to change their current behavior
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toward this style. Data on the leadership styles of the students are
clearly related to one of the major outcomes of the study, student
learning. Any indication of change toward a more appropriate style
can be interpreted as partial support for the author's first general
prediction: "that the students would demonstrate behaviorally that
they were both learning and practicing the theory presented in the
classroom."
During the second week of camp, the instructor/author observed
that the students’ leadership styles with the campers were, in general,
high relationship, low task. At this point she predicted that as the
students' knowledge and experience grew, they would begin to see the
need for more task behavior with the campers and would become more
task-oriented while continuing to maintain their much-needed strong
relationships with the campers. In short, she predicted that the stu-
dents would move from a low task, high relationship style to a high
task, high relationship style with the campers.
Student leadership with campers; individual analys is. The quan-
titative data on student leadership styles with campers include scores
from self-ratings on the Managerial Grid (shown in Figure 4.5) and the
L.O.Q. (shown in Figure 4.6) after the second week and at the end of
camp. At the end students were also asked to rate their final predom-
inant leadership styles with campers on task and relationship dimen-
sions. (This request is shown in no. 6 of Appendix H, "Student Self-
Evaluation.") The results are shown in Figure 4.7.
The instructor/author's notes contained both background informa-
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tLon on the students and observational data on their interactions with
the campers. These data and the quantitative data described above will
all be considered in each of the following individual descriptions of
the students and their leadership styles with campers.
Bernie, the camp director, has been described personally in both •
Chapter III and the preceding section, "Camp Director as Leader." The
instructor/author's observations of his leadership style with the
campers can be summarized in two major trends. He was always very warn
toward the campeis (high relationship)
,
perhaps even over-protective
at first. He also seemed to become increasingly goal-oriented (high
task) while allowing the campers more and more freedom in non-task
areas as the camp season progressed.
The positions and changes in both Bernie' s Managerial Grid
Scores (Figure 4.5) and his L.O.Q. scores (Figure 4.6) support these
general observations. There is, however, a large discrepancy between
his final L.O.Q. position which shows moderate task and moderately
high relationship behaviors and his final overall self-ratings (Figure
4.7) which indicate a high task, moderate relationship style.
In a further analysis of her observational data on Bernie'
s
leadership style with the campers the author found no evidence that
Bernie' s task-orientation ever exceeded a moderately high level. The
author also noted that Bernie had been confronted by other students
with his lack of insight on several occasions. Perhaps, in this case,
test scores are better indicators of behavior than self-ratings based
on a global self-analysis.
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Bill was the "odd man out" from the beginning. He had returned
to college part-time after dropping out of school and working for two
or three years. Because he was still working full-time as an insurance
salesman, he was able to participate only the minimal time required.
His main goal was to get good grades and a degree. Although he made
some worthwhile suggestions and took the initiative to take the photo-
graphs of the camp, he somehow lacked the dedication of the others and
they resented tills difference. In spite of (or, perhaps, because of)
his Interpersonal conflicts with his peers, Bill seemed to learn more
about himself than did any of the other students in the course of the
study.
Bill was quite responsive and effective with the children. His
competitive nature seemed to disappear when he was around them. An
analysis of observations of his behavior with the campers showed no
major changes over the camp season. From the start he established and
maintained good relationships with all the campers he worked with.
His level of task concern varied but, in general, seemed to be moder-
ate to moderately low. This may be one of the cues the other students
responded to in doubting his dedication.
Bill's Managerial Grid scores (Figure 4.5) and his L.O.Q. scores
(Figure 4.6) agree in that they show little or no change over time.
However, the two tests indicate completely differend leadership styles
for him. The author's feeling is that on the behavioral measure, the
L.O.Q.
,
is more accurate in placing his style within the third quadrant.
The high task concern shown by his Managerial Grid scores and his final
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overall self-ratings (Figure 4.7) may be the result of Bill's tendency
to try to "sell himself," He was definitely threatened by the other
students' doubts about the sincerity of his commitment and may have
responded defensively by overestimating his task behavior on the two
measures which were more subjective.
Bruce was a veteran who had returned to college after his tour
of duty. Though he had acquired some maturity, he, like most of the
others, had no experience with retarded children or recreational pro-
grams. He was quiet, patient, and cooperative, an integral part of
the student group socially and in task efforts.
Bruce seemed happiest when working with individual campers but,
if assigned to a group activity, he always did a good job. He developed
very warm relationships with the campers and showed limitless patience
in explaining games and teaching them skills. He cooperated with the
growing group effort to really help the campers and became increasingly
task-oriented as time passed. His relationship concerns were high
throughout the camp season.
The clear change in Bruce's Managerial Grid scores (Figure 4.5)
from, the third to the second guadrant is faintly but accurately re-
flected in the small change in his L.O.Q. score (Figure 4.6). His
final self-ratings (Figure 4.7) place him in a "middle-of-the-road"
position. This is clearly not an accurate self-assessment since Bruce's
relationship concerns with the campers were outstandingly high. These
ratings may reflect his quiet modesty more than anything else.
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Jim, the youngest of the students, was a human dynamo. The chil-
dren loved him at once. His tremendous enthusiasm and exhibitionistic
tendencies helped him establish an almost immediate rapport with them.
The other students admired his flights of fantasy and frequently en-
joyed bringing him back to earth." His love and concern for the
campers as people knew no bounds. If possible, Jim would have ventured
into every camper's home to "educate" his or her parents. He was con-
stantly proposing ideas to help the campers learn to live "normal"
lives.
It was Jim who persuaded Bernie that the campers should be taken
for "field trips" and who arranged for them to see the play "Tales and
Fables." Jim consumed all the information he could find on retardation
and wanted to perform miracles in minutes. But he was amazingly
patient in helping a child with the simplest task. Every small accom-
plishment received Jim's hearty verbal approval. In analyzing her
observations of Jim, the author concluded that he started and finished
the camp season with the appropriate style, high task and high relation-
ship. Although there seemed to be some overall increase in his task
behavior, she felt that his style with the campers was definitely a
team approach throughout camp.
Jim's final test scores, on the Managerial Grid (Figure A. 5) and
the L.O.Q. (Figure 4.6), and final self-ratings (Figure 4.7) are clear
indicators of his team approach. However, his initial test scores
both indicate a third quadrant (lower task) style early in the season.
Perhaps Jim was rating his own initial behavior against his own capacity
153
for active commitment. What may have seemed like a high task concern
to the instructor/author may have seemed lower to Jim who knew his own
potential. His commitment to task did seem to increase even though it
appeared high to the author from the start.
Peter was also a young veteran. His quiet maturity made him a
tremendous asset to the project. Bernie appointed him "assistant
director" and, since he had the most creative ideas for craft projects,
"crafts supervisor." Although Peter had never encounted retarded
people before, his manner was naturally patient, warm, and accepting
toward the campers who quickly learned to like him.
Peter showed a solid grasp of the campers' individual assets and
liabilities and a great deal of imagination in creating tasks at which
they could succeed. From the beginning, Peter showed great interest
in camper achievement. He was perhaps the most task-oriented of all
the students. The author’s analysis of Peter's leadership style was
essentially the same as her analysis of her observations of Jim. It
seemed as though Peter started and ended the camp season with a team
approach (high task, high relationship) even though his task-orienta-
tion seemed to reach an even higher level at the end of camp.
Both Peter's initial and final Managerial Grid scores (Figure
4.5) and his final self-ratings (Figure 4.7) support her analysis by
placing his style well within the second quadrant. However, like
Jim's JL.O.Q. scores, Peter's (Figure 4.6) indicate that his initial
leadership style with the campers involved a moderately low concern
for task.
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Stud ent leadership with campers:
grm.p analyse, In thls Sub .
section, the instructor/author's general observations of the students
as a group will be presented along with her specific observations of
group trends in their leadership styles with the campers and group mean
quantitative data on these styles.
All of the students were personable and mature in different ways.
They were all centainly above average in intelligence. They comple-
mented each other amazingly well and were, from the beginning, a very
cohesive group (with the exception of Bill). They were immature only
in the sense that they lacked specific skills and knowledge, the tools
for working constructively with retarded children.
Although there were individual differences within the student
group, an analysis of observational data has yielded some general group
trends. As stated earlier, the students seemed to put most of their
energies into their relationships with the campers at the beginning of
camp. With Bernie's example before them and the quick reward of re-
turned warmth from the campers, this was probably a very easy and
natural direction of the students. In the absence of any clearly de-
fined goals, the students' task behavior with the campers was neces-
sarily low at first. (Since it was imperative to establish trust be-
fore the campers would be fully receptive to learning situations, this
"natural" response of low task and high relationship concerns happened
to be a very useful initial style for the situation,)
While the students' initial style seemed to be a "natural" re-
sponse to the situation, subsequent changes in the students' leadership
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style with the campers seemed to result from the use of theoretical
knowledge to diagnose the situation. Over the course of the camp season
as the students' knowledge and desire to help the campers grew, they
showed an increasing task-orientation in their work with the children.
They did not, however, show any reduction in their concern for their
relationships Wj.th the campers. In summary, then, the students seemed
to move from a low task, high relationship to a high task, high rela-
tionship leadership style with the campers, just as the instructor/
author had hoped and predicted.
Group mean scores on the Managerial Grid (Figure 4.5) support
these general observations by showing a shift in the largest mean score
from the third to the second quadrant. Score changes over time within
each of the four styles in which change occurred were submitted to t-
tests to check for statistical significance. The decrease in scores
in the 1-9 style (third quadrant) yielded a t-value of 1.76 while the
increase in scores in the 9-9 style (second quadrant) yielded t = 2.01.
Both of these changes were significant but only at the .10 level of
certainty. The smaller changes of scores in the 1-1 and 9-1 styles
both yielded a t-value of 1.41 which was not statistically significant.
(There was no overall change in scores on the 5-5 style.) The results
of these t-tests seem to indicate that there was an overall shift in
leadership attitudes, as measured by this test, from a 1-9 style
(low task, high relationship) to a 9-9 style (high task, high relation-
ship). The instructor/author's observations are supported by these
results
.
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Similarly, the small change in position of group mean scores on
the L.O.Q. (Figure 4.6) supports her observations. Or. the average,
relationship behavior changed very little while task behavior increased
according to this test. The t obtained for the change in relationship
scores was .41 which was not significant. However, the increase in
task scores was significant at the .005 level of certainty (t = 6.15).
This result definitely supports the observational data.
No change data are available for students' direct self-ratings
of their leadership styles with the campers. However, Figure 4.7 pro-
vides partial support for the instructor/author's observations by
showing that the group mean final self-assessment is positioned squarely
within the second quadrant or high task, high relationship style.
Student leadership with campers: summary
. While the analysis of
data on individual students' leadership styles with the campers has un-
covered many deviations from the "norm" and discrepancies between ob-
servational and quantitative data, the group analysis has shown con-
sistent results. Specifically, all the data on the students as a group
has supported the notion that they showed a general shift from an
initial low task, high relationship to a final high task, high rela-
tionship leadership style with the campers. This finding supports the
instructor/author's specific prediction of this change and partially
supports her more general initial prediction that "the students would
demonstrate behavioral ly that they were both learning and practicing
the theory presented in the classroom." To the extent that the leader-
ship style changes occurred, the study was both correctly implemented
and successful in terms of student learning.
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The Camp
This section focuses on the lust two variables in the Hersey-
Blanchard formula for analysis of a leadership situation, the situation
and the followers. The first subsection, "The situation: Camp Flow
Chart," provides a summary of descriptive data on the process of change
at the camp. "The followers: camper improvement" then presents
quantitative and descriptive data on both group and individual camper
growth in the areas specified by the Growth Record.
The situation: Camp Flow Chart
The Camp r low Chart shown in Figure 4.8 represents an analysis
the desct iptive data on the camp which were described in greater
detail in Chapter III. This summary statement of the major events and
trends provides an overview of important changes in the camp situation
during the six-week time period. Within the Flow Chart, the data are
organized into four general categories: "goals and objectives,"
"organization," "liabilities," and "assets." Even though some of the
information is relevant to more than one area and categorization in
these cases is somewhat arbitrary, this system proved useful in clarify-
ing major trends. A narrative description of the information in the
Flow Chart follows.
The first week . The original goals of the camp were custodial
care and some recreation including swimming for the children. Organ-
izationally, the MARC Board of Directors had hired the camp director
who was charged with the responsibility of supervising two volunteer
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high school aides in working with 18 to 30 campers, aged 3 to 21, with
varying degrees of retardation and physical disabilities. This original
structure was changed by the introduction of the four college students
who were to function as "camp counselors" under the supervision of the
director.
During this first week, liabilities clearly outweighed assets.
Facilities were very limited, camper activities were poorly planned
and completely disorganized, and there was little recognition of
camper achievement. The fact that swimming instruction was on an in-
dividual basis wasted time by requiring the full attention of at least
one of the students for only one child at a time and by limiting the
amount of time each child could be in the pool. The final outstanding
liability recognized by the author was that the camp had no name. Per-
haps the greatest single asset was the excellent relationship between
the paid director and the campers.
The second week . The goals of the camp began to expand this
week. Three specific objectives which the students carried out were:
a deliberate attempt to reinforce camper achievements verbally, the
improved planning of craft activities, and the introduction of the
daily "free swim." After recognizing the need for grouping campers,
the students also organized the campers into three "tribes." The
accomplishment of this objective was a major turning point in the camp
season since many later accomplishments depended on the existence of
the tribes. The introduction of camper tribes is also the major or-
ganizational change for this week.
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Except for the specific improvements mentioned, it can be assumed
that the liabilities noted under the first week continued into the
second week. Though the director was now making some planning efforts,
his haphazard assignment of the students to specific responsibilities
and tasks represents a major liability. The second liability to be-
come increasingly apparent during this week was the students’ lack of
knowledge on the needs of mentally retarded children. On the other
hand, good relationships had been established between the students and
the campers and, with the introduction of the tribes, camper activities
became better—organized . The donation of additional supplies, materials,
and sports equipment was clearly an important asset which supported
other major improvements. The first visit of the EMRC consultant was
important because her input had a significant impact on the goals and
objectives of the camp over the next few weeks.
The third week . The students, with their growing general knowl-
edge of the needs of retarded children, began trying to increase their
own awareness of the specific needs of individual campers. Their deci-
sion to methodically assess individual camper improvement (utilizing
the Growth Records they had designed) was definitely part of this
effort and represented a new commitment to camper learning. Their
newly-acquired knowledge and commitment also contributed to their de-
cision to plan organized games specifically to meet camper needs,
especially their needs for socialization skills.
Major organizational changes included the director s assignment
(no longer "haphazard") of the students to specific tribes and activ-
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ities, his appointment of a student assistant director, and the choos-
ing of camper tribe leaders or "chiefs." Recognition of campers'
achievements was still just verbal. The most apparent new liability
was the students resistance to using the camp situation explicitly as
a learning experience for the campers. Though they were introducing
learning activities for the campers they were receptive only to ideas
for "fun" activities like games and contests. The EMRC consultant's
suggestions were definitely the stimulus for many of this week's im-
provements. Other major assets include the students' higher task
orientation and the campers' increased group cohesiveness and positive
identification within their tribes.
The fourth week
. The students set and achieved many important
objectives this week. The students, who had recognized the need for
a camp name, helped the campers to select one themselves. Students
introduced two specific types of awards this week, "Camper of the Day"
and stars for improvement on the new camper achievement board. In
planning camper activities, they showed a new sensitivity to every
camper's need to succeed in some way and to most campers' need for im-
proved muscle coordination. Students also decided that camper inter-
est in crafts could be increased by making objects related to the
Indian theme of the tribes. Finally, they planned and carried out a
field trip to the local police station to increase campers' socializa-
tion experience.
The organizational structure of the camp was affected by the
fact that campers, especially the older children, were taking more
responsibility for specific tasks. The lack of indoor facilities
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became the most glaring liability of the week when bad weather caused
camp to be cancelled for one day. The major assets of the week include
the successful implementation of several of the week's objectives.
The camp was named, camper motivation increased with the introduction
of specific awards, and the field trip was successful. In general,
students improved their utilization of camp time and facilities, their
participation in planning, and the quality of their planning to meet
camper needs.
The fifth week
. Students' objectives for the week were to in-
crease camper motivation to improve through the introduction of new
games and contests and to work for improvement of the specific behav-
iors on the Growth Records through activities which included these
behaviors. Since the campers seemed to learn a great deal from the
first field trip, students decided that they would benefit from a
second field trip to see a play. The week's major objectives included
planning for this trip and preparing the campers through training in
proper behavior and dress.
The only organizational change this week was the further increase
in camper responsibilities. The lack of indoor facilities was again
the outstanding liability of the week since camp had to be cancelled
for two days. Changes in the students' behavior represent two of the
major assets of the week. Students showed increased task orientation,
initiative, and imagination while giving more individual attention to
specific tasks to meet individual camper needs. The resulting change
in the campers represents the third major asset of the week. Since
they found the new activities rewarding, they showed an overall in-
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crease in their motivation to improve. The final outstanding asset of
the week was the great success of the second field trip.
—
-
e w
.
ejrii • Since this was the last week of camp, the stu-
dents’ first goal was to plan end-of-camp activities. They decided
that they should concentrate on finishing craft projects and the con-
tinuation of games and contests which had already been started. Another
important goal, the completion of camper Growth Records, led students
to include plans for many activities which involved the skills speci-
fied by the Growth Record. Accomplishing these objectives along with
plans and preparations for Parents' Day, certainly kept the students
busy this last week.
The fact that the organizational structure of the camp did not
change is worth noting. The students, who had the option of leaving
at the official end of the summer session, all decided to stay for the
last week of camp. Cold weather was a liability which limited swimming
during this last week. Also, students missed an excellent opportunity
for reinforcing camper improvement by rejecting the suggestion that
outstanding camper improvement in specific areas be recognized with
end-of-camp awards. The most dramatic asset of the week was the fact
that the students stayed through the end of camp. In planning and
successfully finishing up the camp season, students showed high-level
awareness of camper needs, greatly increased maturity, and improved
planning ability. All campers showed some behaviroal improvement and
most seemed to feel better about themselves as the result of experienc-
ing some measure of success. The campers' improvements also represented
success for the students who all reported learning a great deal and
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feeling very positive about the whole experience.
Summary of s ituational changes
. Over the six weeks, there was
clearly an increase in the breadth, quantity, and quality of camp goals
and objectives set by the students. Organizational changes included
two major trends, a much-needed increase in structure and an increase
In the sharing of leadership functions by all students and, where pos-
sible, campers. Liabilities shrank from numerous examples of the
leaders' under-utilization of available resources to a few factors,
most of which were beyond their control. Assets grew from the mere
existence of good student-camper relationships to major behavioral
changes indicating growth in both students and campers.
The camp evolved from a poorly planned, disorganized project into
a well-run, successful summer program. The major reason for this
overall change seems to be the particular blend of theory and practice
which the students experienced in this study. As the students' knowl-
edge of relevant theory grew and their motivation to use this knowledge
for the campers' good increased, the camp situation improved, largely
through their efforts.
The followers; camper improvement
This subsection starts with a look at overall camper improvement
in terms of weekly group mean ratings from the camper Growth Records.
Then overall differences between initial (first week) and final
(second week) ratings are analyzed from two major points of view.
First, changes in group performance on the various behavioral categor-
ies are presented along with related descriptive data. Finally, descrip
tive data on individual campers provides some background for
understand
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ing the individual differences in improvement shown by the quantitative
data.
The list of behavioral categories from the Growth Record (shown
in Appendix F) is numbered and reprinted below as a key to Figure A. 10,
Figure A. 11, and, later in this section, Figure A. 13.
Personality Growth:
1. Ability to communicate
2. Assumes responsibility
3. Manners
A. Attentiveness
5. Follows directions
6. Works for improvement
7. Initiative and creativity
8. Works well with others
9. Cooperation with total group
Physical Growth:
10. Swimming
11. Ability to change clothes and dress correctly
12. Ability to walk a straight line
Figure A. 9 shows week-by-week mean ratings of all campers on all
categories of the Growth Record. Clearly, there was a steady, overall
increase in ratings over the six-week period. Weekly increments in
ratings, however, describe a slightly "decelerated" curve. Apparently,
there was more week-to-week improvement at the start of the camp season
than at the end. This is in interesting contrast to the author’s obser-
vations as summarized in the preceding subsection on the Camp Flow
Chart. It seemed to her that camper motivation to improve increased
throughout the camp season and was highest during the last weeks of
camp
.
This apparent discrepancy may be attributed to the structure of
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Fia.'f/l. Overall Camper "Improvement Over Time:
Group Fleam Rating from Camper
GrovutVi Records (Scale: 1'5)
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the Growth Record scale and the nature of behavioral change. As shown
in Appendix F, students rated campers on a scale of one ("never") to
five ("most of the time"). If improvement is understood as relative
to the "gap" between a given rating and the maximum rating of five, the
"deceleration" of the curve in Figure 4.9 can be conceptually cancelled.
Also, the initial steps of behavioral change are often more dramatic
than later continued change. It may well be that the campers were more
highly motivated in the later weeks of camp and that, though they were
working harder, increments of improvement were necessarily smaller.
All remaining portions of this subsection analyze differences
between first- and sixth-week ratings. Appendix G contains all the in-
dividual first- and sixth-week ratings as well as mean ratings, mean
differences, and ranks of these differences for individual categories
and individual campers. The data presented graphically in Figure
4.10 through 4.13 are all drawn from Appendix G.
Camper improvement on behavioral categories . Figure 4.10 shows
mean first- and sixth-week ratings for all campers on each behavioral
category in a bar graph format. Group gain in each behavioral area can
be seen in the relative size of the two bars for that category. The
mean ratings in this figure were derived from totals of all campers
scores for each category. The difference between these first- and
sixth-week totals was submitted to a t-test for paired observations
with a one-tailed test of significance. This difference indicating
camper improvement over time was found to be significant, at the
.003
level (t * 15.04)
.
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In Figure 4.11, the bar graph for each category shows first- and
sixth-week ratings for each camper. Within each category, variability
across campers in initial and final ratings and in gains is graphically
represented by the relative bar sizes for the different campers. Means
for first- and sixth-week ratings, the mean difference, and the rank of
that difference relative to other categories are shown under each bar
graph. When the raw data were submitted to t- tests, gain within each
of the twelve behavioral categories was found significant at the .005
level. Specific t-values are indicated in the following discussion of
the various categories.
Group improvement was apparently greatest in category 1, the
"ability to communicate " (t = 10.55). Ratings on this catetory do
not, however, differentiate between "ability" and "willingness" to
communice.te . Though many campers had mental and/or physical handicaps
which impeded their ability to speak, many also seemed reluctant to
speak due to shyness, distrust, or past failures. As the trust between
students and campers grew, campers' increased willingness to speak may
have inflated students' estimates of their ability to communicate.
These ratings may also be somewhat affected by the students' increased
ability to understand the campers.
Two closely related behaviors shared a rank of 2.5, 'attentive-
ness" (category 4, t = 6.85) and "follows directions" (category 5,
t «= 7.42). The EMRC consultant had stressed the importance of these
two skills as "prerequisites" to further learning. The students worked
hard on developing these behaviors in the campers partly because they
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too were convinced of their importance but largely because mastery of
these skills comprised the necessary first step to almost all the camper
activities. Just as the campers got a lot of practice at being atten-
tive and following directions, the students also improved their abili-
ties to hold the campers' attention and to give directions in an under-
standable form. Again, the increasing trust and respect between stu-
dents and campers facilitated improvements on both sides.
Improvement in "manners" (category 3) ranked fourth (t = 7.95).
This gain is partly due to student efforts to reinforce "good" manners
and correct "bad" manners immediately. The camp situation provided
numerous opportunities for the campers to show "good" or "bad" manners
and the students found these behaviors easy to identify and reinforce.
Students also provided "models" for the campers in the area of manners,
sometimes deliberately and sometimes unconsciously. A large portion
of camper improvement in this area may be due to a combination of their
imitation of students and their desire to please the students, both of
which grew out of the strong student-camper relationships.
It was somewhat surprising that gains in "initiative and creativ-
ity" (category 7, t = 7.32) ranked fifth in the upper half of all the
categories. In developing the Growth Record, students had discussed
the fact that large gains in this area were very unlikely in children
who had trouble mastering the rudiments of daily living. However, this
discussion may have sensitized the students to the very smallest gains.
Ratings on camper initiative and creativity were based on behaviors
like suggesting ideas for or about group activities and creating
unique
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products in crafts. The category 7 graph in Figure 4.11 chows that
while some children showed little or no improvement, many showed a sub-
stantial increase in these behaviors.
Though there was significant improvement (t = 7.09) in category
8, "works well with others," the fact that this gain ranks sixth does
not mesh with the emphasis the students placed on this skill and the
amount of camper practice in this area. Retarded children have a
great deal of difficulty integrating what they are doing with what
others are doing. Also, reinforcement of this behavior may have been
partially out of the students’ control. Campers' efforts to work well
with other campers may have been met with varying reactions since each
child was struggling with his or her own problems. In view of these
factors, the improvement shown seems substantial.
Two behavioral areas ranked 7.5, "assumes responsibility" (cate-
gory 2, t = 5.56) and "works for improvement" (category 6, 7 = 6.82).
In rating campers on this first category, students seemed to respond
more to campers' assumption of responsibility for others and for group
tasks than to gains in the campers' ability to take care of themselves
and their own belongings. Therefore, gains shown in the category 2
graph in Figure 4.11 represent the increase in helping behavior among
the older, more highly-skilled, and/or more mature campers more than
the less dramatic gains in personal responsibility made by the less
mature campers. It seems that overall gain according to these ratings
is an underestimate of actual gain in this area. In any event, gains
in this area represent a tremendous achievement for retarded children.
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Students found it difficult to rate campers on category 6,
"works for improvement." Each camper showed varying degrees of motiva-
tion for different types of tasks. Since students had to take a
"mental average" of each camper's apparent motivation on a vareity of
tasks, this category is perhaps more abstract or less ob-
servable than the others.
Ratings on category 9, "cooperation (total group)," are also
questionable. Gains in this area (t = 6.55) ranked ninth and were the
smallest of all gains in the nine "personality growth" categories. In-
sofar as this category overlaps with category 8 ("works well with
others"), the same comments apply. However, the author feels that stu-
dents never fully defined this category and that the meaning of the
gains shown in this area is not completely clear.
Gains in all three "physical growth" categories were smaller than
gains in the nine "personality growth" areas. In general, this may be
due to the fact that retarded children's physical limitations are often
the most difficult to overcome. The short time span of the camp season
may have been a serious limitation on the campers' "physical growth."
"Swimming," (category 10) for example, though a major emphasis of the
camp, ranked tenth (t = 4.69). Here, however, the author feels that
the students could have re-organized swimming activities with better
results. Other than the introduction of the "free swim," there were
no innovations in swimming activities throughout the season. Instruc-
tion continued on an individual basis and limited the amount of time
each camper spent in the water. Also, for some reason, the students
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never thought of introducing group competition, which worked so well
in other comp activities, to the pool. It is interesting to note that
the students, especially the director, were most resistant to change in
the one activity which was the only specific original goal of the camp.
Another limitation on group improvement in swimming was the fact that
several campers were very good swimmers before coming to camp. This
can be seen in the initial ratings in the category 10 graph of Figure
4.11.
Similarly, initial ratings in both the category 11 and category
12 graphs of Figure 4.11 show that many campers were skilled in these
areas at the start of camp. This fact, combined with the fact that
physical improvement was difficult for these children, makes the gains
in these areas seem substantial even though they are small relative to
other gains. Students put a lot of effort into developing these skills
in the campers who lacked them and, in many individual cases, were
dramatically successful. Category 11, "ability to change clothes and
dress correnctly," ranked last (t = 4.59) while category 12, "ability
to walk a straight line," ranked eleventh (t = 4.44)
.
Camper improvement on overall scale . Figure 4.12 shows mean
first-and sixth-week ratings for each camper on all the Growth Record
categories. Individual variability in initial and final overall skill-
levels and in overall gains is represented by the relative sizes of the
bars in this graph. The mean ratings in this figure were derived from
totals of ratings on all categories for each camper. The difference
between these first- and sixth-week totals was submitted to a t-test
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for paired observations with a one-tailed test of significance. This
difference, indicating camper improvement overtime in terms of individ-
ual performance on the entire scale, was found to be significant at the
.005 level (t = 9.21)
.
In Figure 4.13, the bar graph for each camper shows first- and
sixth-week ratings for each behavioral category. These graphs show the
specific areas in which each camper improved and the degree of improve-
ment in each area. Means for first- and sixth-week ratings, the mean
difference, and the rank of that difference relative to other campers,
are shown under each bar graph. The individual raw data were submitted
to t-tests to determine the statistical significance of the gains shown
by each camper. Significance levels and t-values are indicated in the
following descriptions of the individual campers.
Jim's (no. 1) overall improvement ranked seventeenth among the
campers. The changes in his ratings were significant at the .05 level
(t «= 2.10). He was a handsome 17-year-old who came into the camp situ-
ation with many skills and aptitudes. As shown in Figure 4.13, his
"physical growth" behaviors were all given maximum ratings at the start
of the study. Jim did show some improvement in his ability to communi-
cate, assumption of responsibility, and initiative. His greatest gain,
however, was in the area of manners which seemed to be a direct result
of his romantic attachment for one of the high school aides. From the
beginning, Jim was willing to assume responsibility for younger campers
and was a great help in the swimming program as a guard. He was usually
enthusiastic and receptive to suggestions. However, there was a
noticeable drop in Jim's performance after the third week. While he
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still functioned on a higher level than the majority of campers, he
seemed to stop trying in some ways. Apparently, the newness of the
experience wore off and he did rnt- u nie a not rind the challenge presented by the
situation stimulating enough.
Holly (no. 2) shared the rank of 9.5 for overall improvement with
David (no. 8) . Her improvement as measured by the Growth Record was
significant at the .005 level (t - 5.77). She was an 18-year-old girl
who was very quiet and shy in the beginning. Her greatest improvement
was in her ability or, more accurately, her willingness to communicate.
She showed some improvement in all personality areas. Like Jim, she
was physically adept from the start, but she did show some improvement
in swimming. Holly particularly enjoyed working with the younger
children and helped out a great deal. She seemed to feel that she was
an aide and not part of the camper group. It was very rewarding to
see this girl's social, skills improve as she came out of her shell.
Although she was quite slow, Holly could achieve through her persever-
ance in finishing a task.
Donny's (no. 3) overall improvement ranked third and was statis-
tically significant at the .005 level (t = 10.23). He was a small
11-year-old boy who showed improvement in all areas over the six-week
period. Figure 4.13 shows that his greatest improvements were in his
.ability to communicate, attentiveness, initiative, working with others,
and cooperation. In the beginning Donny seemed to be very immature.
He was easily discouraged and his favorite words were "I can't do it."
He showed dramatic changes in both attitude and performance over the
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six-week period. He was eventually made "chief" of his tribe and
voted "Camper of the Day" for outstanding achievement.
Camper no. 4, Eugene, showed the highest overall improvement in
the group. His gains were significant at the .005 level (t = 11.21).
Eugene, age 8, was well-behaved and cooperative from the beginning. He
v/as good at puzzles but slow in many kinds of learning tasks. His
greatest single achievement was learning how to tie his shoelaces which
was a huge task for him. Gene had good coordination and was one of the
camp's best runners (along with his sister, Mary). The students felt
that his art ability was the best in the camp. Although he wanted to
learn how to swim very much, he could never get his head under water.
Undaunted, he. learned to swim "the hard way," without immersing his
head.
Beverly (no. 5) showed gains which were significant at the .005
level (t = 3.87) but ranked sixteenth in terms of overall improvement.
She was a large, pleasant 16-year-old Mongoloid girl who was quite shy
and giggled a great deal. Although her greatest measured improvement
was in ability to communicate, the only achievement she seemed to care
about was learning to swim with her face in the water and to breathe
correctly. She was a placid follower and, in line with this trait,
she showed some improvement in attentiveness, following directions,
working well with others, and cooperation. She showed no increase in
her low ratings on working for improvement and initiative and no in-
clination to assume responsibility. Although she enjoyed camp, her
progress was limited.
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Brian' s (no. 6) gains ranked eighth and were significant at the
.005 level (t « 3.50). He was 14 and small for his age. (He regularly
told older people that he was 14 and younger children that he was 11
and, actually, he could have been either age.) In the beginning
Brian's defensiveness presented a real challenge. He was a very active
boy ana it was difficult to keep his attention for any period of time.
He was quite well- coordinated and his area of greatest improvement was
swimming, where he caught on quickly and did very well. At the begin-
ning of camp he had already received the highest possible ratings on
changing clothes and walking a straight line, but his improvement in
all. the other areas was consistently good. This boy clearly loved
camp and profited a great deal from the experience.
Mary's (no. 7) overall improvement was significant at the .005
level (t *= 5.23) and ranked seventh among the campers. She was Eugene's
7-year-old sister and very quiet but, like Eugene, well-behaved and
cooperative. She was also a good runner and loved the camp races. Her
ratings on her ability to communicate and on assuming responsibility
increased from the lowest to the highest possible scores, as shown in
Figure 4.13. The only area in which she showed no improvement was
walking a straight line. She could already do this - backwards' This
little girl and her brother did not appear to be as retarded as most
of the other campers. They may have come from a culturally deprived
family with limited opportunity for learning and growth.
David (no. 8) shared the rank of 9.5 on overall improvement with
Holly (no. 2). The changes in his ratings were significant at the
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.005 level (t = 6.52). He was Donny’s 5-year-old younger brother. He
was dubbed "Flea" by the students because he was very small and he al-
ways seemed to be "all over the place." Figure 4.13 shows that David
improved in all areas except assuming responsibility and that his
greatest achievement was the increase in his attentiveness. He learned
to listen and follow directions very well and was a good group member.
He was the youngest child to attend camp regularly but he fit right in
with the children who were four and five years older.
Barbara (no. 9) ranked second in overall improvement and gains
in her ratings were significant at the .005 level (t = 10.87). She was
a 12-year-old girl who was very shy and didn't want to do anything in
the beginning. But by the end of the second week she had started to
come out of her shell especially through drawing. Figure 4.13 shows
dramatic improvements in her behavior in almost all areas. She showed
very little improvement in manners, probably because students were
hesitant to discourage her efforts to speak by correcting her.
Robin (no. 10) ranked 14.5 on overall improvement. Since all
her initial ratings were four and all her final ratings were five,
there was no variability in improvements and it was not possible to
calculate a value for t. This consistency may be due to the fact that
Robin was a 7-year-old normal child. Though there was no apparent
reason for her to be at the camp, she probably contributed more than
any other cnild by setting a good example for the others in areas like
manners and other socialization skills. She did not have any hang-
ups" in dealing with the other campers. Robin's usefulness at
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the camp pointed to the advantages of an integrated environment over
the usual situation in which retarded children are completely segregated.
Susie (no. 11) shared the rank of 5.5 on overall improvement with
Linda (no. 15). Gains in her ratings were significant at the .005 level
(t » 8.00). She was a 9-year-old Mongoloid girl who was very retarded
but responsive and happy. Figure 4.13 shows that Susie improved in all
areas. Her largest ’’personality” improvements in attentiveness and
following directions enabled her to make solid progress in both swim-
ming and walking a straight line. These two motor skills and many other
tasks were impossible for her at first, but because of her responsive-
ness, she learned to "walk the beam” and progressed amazingly in swim-
ming skills. Susie was "ready” to learn and enjoyed the attention which
she got whenever she showed improvement.
Barbie’s (no. 12) overall improvement ranked thirteenth and was
significant at the .005 level (t = 5.57). She was a 21-year-old
Mongoloid. She was moody and had a very limited attention span. Be-
cause her parents owned the area where the camp was held (literally,
her own back yard), j.t was difficult for anyone, other than the direc-
tor to get Barbie to follow directions. However, she did show some
improvement in this and most other areas. In swimming and changing
clothes, she had already reached a maximum level at the start of camp.
Barbie would have liked spending the entire time in the pool but she
did learn to cooperate and work with the group on other projects.
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Robert (no. 13) showed the fourth highest overall improvement.
The increase in his ratings was significant at the .005 level (t - 12.76).
He was a 16-year-old Mongoloid boy. Like some of the other Mongoloids,
he was moody, defensive, and temperamental at times. Bobby did not show
much improvement during the first three weeks but improved a great deal
during the last half of the season. His ability to communicate could
not be improved much since he had quite a speech problem and it was dif-
ficult to get him to slow down his speech enough to be understood. His
greatest improvements were in following directions, swimming, and walk-
ing a straight line. His overall improvement in all categories was quite
impressive.
Paul (no. 14) showed an overall improvement which ranked eleventh
and was significant at the .005 level (t = 5.5A). lie was a very tall
19-year old who was very warm and trusting. Since he was a victim of
G.P., his most outstanding feature was his inability to hold his head
up straight. Paul's greatest accomplishment, learning that he could
hold his head straight, is not shown by Growth Record ratings. He was
very shy when he first came to camp but he gradually became more open.
His progress in the water was amazing. At first he would not go in the
water at all but, at the end, he was immersing his entire body and even
learning to hold his breath, kick, and do hand strokes. Paul s greatest
measured improvement, however, was the increases in his ability (will-
ingness) to communicate as his shyness disappeared.
Linda (no. 15) shared the rank of 5.5 with Susie (no. 11). Her
overall improvement was significant at the .005 level (t = 6.06). She
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'was a 9-year-old girl who appeared to be quite normal except for the
loss of her light forearm, she seemed to have adjusted to her handicap
amazingly well since it did not impede her physical activity or appear
to inhibit her socially. Linda's most impressive improvements were in
the areas of communication, responsibility, manners, attentiveness, and
following directions. Actually, she improved in all areas except for
changing clothes and walking a straight line. She had mastered these
skills from the beginning.
Donna (no. 16) ranked last in overall improvement. The t-value
calculated from the gains in her ratings was only 1.79 and was not
statistically significant. Donna was a 10-year-old who showed very
little improvement in the camp situation. From the first day it was
evident that her problems varied considerably from those of the other
campers. She was "exceptional" within this group of "exceptional chil-
dren." Most of the time she seemed unable or unwilling to respond to
anyone. If asked a question like, "How are you today?", her answer
might be "horses in the sky." An appointment was set up with Donna's
mother and a referral made to the Philbrook Children's Center in
Concord, New Hampshire. Donna was diagnosed as an intelligent but in-
capacitated "childhood schizophrenic." Because of this referral, she
was later admitted as a patient to the Center. Six months later she
was reportedly responding well to their behavior modification treatment
program.
Lisa (no. 17) shared a rank of 14.5 with Robin (no. 10). Her
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improvement was significant at the .005 level (t = 4.00). She was a
16-year-old girl who, though physically mature and capable in most motor
skills, was say and slow in other tasks. At the start, she had the
lowest possible scores for assuming responsibility, working for improve-
ment, and initiative and creativity. Her final ratings showed the
greatest improvements in these three areas. In spite of her obviously
greater physical maturity, Lisa seemed to enjoy camp and being with the
others
,
Ernie's (no. 18) overall improvement ranked twelfth and was sig-
nificant at the .005 level (t = 6.94). He was an immature 12-year-old
boy who improved moderately in all areas except for swimming. His
areas of greatest improvement were communication, manners, attentive-
ness, and following directions. He did not show any outstanding growth
in comparison to the other campers.
Camper improvement: summary . Changes in Growth Record ratings
on camper behavior show remarkable consistency. Figures 4.10 and 4.12
graphically demonstrate, that when ratings are totalled and averaged they
show some overall improvement in every category and in each camper. In
fact, even the raw data presented graphically in Figures 4.11 and 4.13
show no exception to this trend. Although there are a few cases where
no improvement is shown, differences between initial and final ratings
all represent increases in skill- levels . No decreases are shown in
these data.
This consistency is part of the reason that statistical treatments
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of the data yielded such impressive results. Both t-tcsts on overall
improvement (one in terms of categories and one in terms of campers)
yielded significance at the .005 level. In fact, all twelve t-tests
for improvement within categories yielded the same result. The signif-
icance level was also .005 for fifteen out of eighteen t-tests on in-
dividual campers' overall performances. Two of the three exceptions
were a normal child (no. 10) and a schizophrenic child (no. 16).
Discussions of results within each behavioral category and de-
scriptions of results for each camper have presented many extraneous
factors which may have affected these ratings. However, tendencies
toward both uncicr- and over-estimation of camper improvement have been
mentioned. Possible bias in student ratings due to their project in-
volvement was mentioned in Chapter I and seems to be the only overall
factor which may have seriously inflated estimates of camper improve-
ment. However statistical findings on camper improvement are impressive
and consistent with the author's observations. Therefore, it seems
safe to conclude that campers did show significant improvement in the
behaviors specified by the Growth Record. The author's prediction that
"the children would show significant improvements in their everyday
skills over the course of the study" has definitely been supported.
This outcome represents the accomplishment of one of the major goals
of the study.
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Epilogue
This section presents case study data relevant to evaluating the
project as an educational experience for the students. First, data on
the general efficacy of student performance in class and at camp are
considered. The second subsection concerns itself with students' own
evaluations of the experience.
Student p e r fortnance
In this subsection, students' self-evaluations and test scores
are presented along with the author's general observations of student
performance. Ihe students' level of performance is considered indica-
tive of the educational value of the project. If, in fact, students
were learning a great deal from this combination of theory and prac-
tice, then student performance should have been high. Also, a high
level of student performance would provide partial support for the
author's first general prediction that "the students would indicate
bc-haviora 1 ly that they were both learning and practicing the theory
presented in the classroom."
Other than the data (presented earlier in this chapter) on stu-
dent practice of leadership theory and the test score data (to be
presented later in this subsection) on student knowledge of the theory,
there is very little information on exactly which theories individual
students learned and practiced. Since a blend of theory is the em-
phasis of this study, data of a more general nature are useful. Two
of the sets of data considered here (student self-evaluations and the
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author's general observations) are considered global indications that
the students were learning and practicing a blend of classroom theories.
It is assumed that a high level of performance implies that theories
have been learned and includes the practice of these theories. Since
these goals were certainly prominent in the author's thoughts and pre-
sumably clear in the students' minds as well,, the author's general ob-
servations and the students' self-evaluations can be trusted to reflect,
at least partially, the degree to which these goals were met.
Student performance as self-rated
. The "Student Self-Evaluation"
which the students developed as a group is shown in Appendix H. Fig-
ure 4.14 shows individual and group mean self-ratings (on a scale of
1-5) on performance in class (nos. 2 and 5a), performance at camp
(nos. 3, 4, and 5b), and overall performance (nos. 2 through 5b).
(Only items 2 through 5 seemed relevant to general performance level.
Responses to 6 have been treated with leadership data and responses to
1 will be treated with other data on overall student reactions to the
experience.)
Group mean ratings shown in Figure 4.14 are very high relative
to the scale: 4.62 for class performance, 4.71 for camp performance,
and 4.67 for overall performance. These overall group means seem
quite realistic to the author since, as a group, the students performed
very well indeed. In several cases, however, individual students seemed
to have slightly over- or under-estimated their performance relative
to the other students' ratings. Bernie, for example, made no discrim-
inations among the various items and rated his behavior with the maxi-
mum score in every case. Though Bernie did work very hard and performe-
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very well, this "picture of perfection" does not strike the author as
realistic or accurate relative to the other students' self-ratings.
Bill, the student whose time and commitment to the project were
limited, shows low ratings relative to the group which seem very much
in line with his relative performance. Since the items on class per-
formance emphasized participation, quiet Bruce rated himself lower than
che others. However, Bruce, though quiet, was a very useful member of
the student group both in class and at camp. His means for class per-
formance and, as a result, overall performance seem to be underesti-
mates because of the specific questions the students chose to ask
about behavior in class. On the other hand, Jim, with his high goals
and standards, seems to have underestimated his camp performance and,
as a result, his overall performance. Peter's self-ratings seem real-
istically high.
Student performance as evaluated by instructor
. The "Concept
Clarification Exercise," shown in Appendix I, is a study guide in a
test format developed by Blanchard for use with the llersey-Blanchard
book which served as the class text. Students were given copies in the
first class meeting and encouraged to write in their answers in the
process of studying. During the third week of camp (the fourth week of
class), the "Exercise" was given to the students as a midterm examina-
tion. This "Exercise," like the Hersey-Blanchard book, covers motiva-
tion theory briefly as an introduction to the central theme, leadership
theory. Students' scores represent only these two content areas and
knowledge of leadership theory is the more fully represented of the
two. (There are no analogous quantitative data on student knowledge
203
of needs analysis and special education theory.)
Student test scores (% correct) are shown in Figure 4.14. The
group mean score of 91.2% is difficult to evaluate formally without
normative data. However, the author's experience with the test indi-
cates that it is moderately difficult and that scores over 90% probably
reflect substantial theoretical knowledge. This is consistent with
her other observations of the students. In class discussions, students
seemed to show a general mastery of leadership theory. Student reports
and original case studies utilizing leadership theory were, on the whole,
of high caliber. Furthermore, the extensive evidence (presented earlier
in this chapter) that students correctly practiced leadership theory,
implies that, they had learned the theory quite thoroughly.
The relative sizes of the students' individual test scores are
also essentially consistent with the author's observations. Bill, who
did not put as much time and effort into the course as the others,
earned the lowest score. The other students, who seemed to know the
leadership material more thoroughly, all scored 907. and above.
The students' mastery of needs analysis theory is partially indi-
cated by the overall high quality of their reports on the camp situa-
tion using the C1PP model. (Bruce's report was reprinted in Chapter
III.) Their active role in the classroom use of the EPIC model showed
that they also understood this material. In class discussion of both
motivation theory and special education material as they applied to
the camp situation, students as a group demonstrated an overall grasp
of these areas of knowledge.
A review of the individual student descriptions presented earlier
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in this Chapter (under "Student leadership with ca„,pers") shows that,
with the exception of Bill, each student performed exceptionally well
in the camp situation. Even Bill, with his lesser co»ltment, per-
formed quite well. Each utilized his own special abilities to contrib-
ute tremendously to the camp situation. A substantial portion of their
individual effectiveness can probably be attributed to individual
attempts to implement the theory they had learned In the camp situation.
The already-documented individual changes in leadership style are a
case in point.
Since there are very few records of which students suggested
which innovations in the camp situation, student implementation of the-
ory in practice is most clearly demonstrated by the students as a
group. Chapter III has fully described the chain of events through
which students used their theoretical knowledge to make productive
changes in the camp. However, the clearest evidence that the students
actually implemented the theory they were learning is contained in
Figure 4.8, Camp Flow Chart. After the first week of camp, every in-
novation shown under ,: goals and objectives" is clearly the result of
the blend of theories the students were learning.
Student performance: summary . Student grades for the course
were based on all the data presented in this section and, though they
contribute no new information, they represent a sort of summary of
these data. All students received an "A" except for Bill who received
a "B." Student self-ratings, student test scores, and the author's
observations related to their theoretical knowledge and application of
this knowledge all support the idea that, as a group, students performed
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exceptionally well. This evidence that the students both learned and
effectively practiced the theory presented provides partial support
for the author's first general prediction. These data also indicate
that the study was valuable as an educational experience for the stu-
dents.
Student evaluatio n of the experience
This subsection presents data on student reactions to the exper-
ience; student ratings of the course on two course evaluations and
student ratings of their own personal growth as a result of the exper-
ience.
Student course evaluations
. In the last class meeting, students
completed two course evaluations developed by the instructor. The
first, "A Study in Evaluation by Students," is shown in Appendix J.
An overall rating of the course was calculated by numbering the re-
sponse alternatives from 5 for the most positive to 1 for the least
positive for all the relevant items (1-13). The group mean rating ob-
tained for all these items was 4.52.
Responses to two individual items were also considered indicative
of the students' overall evaluation of the course. On item 11, four
out of five students rated the course "one of the best I have had"
while the remaining student rated it "one of the better courses." The
resulting mean rating for this item was 4.80. On item 12, all five
students rated the course "excellent" as a "' living- learning experi-
ence." The mean for this item was thus 5.00, the maximum possible rat-
ing.
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The second form, "Course Evaluation Questionnaire," is shown in
Appendix K. Students used a rating scale of 1-4 with 1 representing
the most positive response. The overall group mean of all students'
responses to all items was 1.45 (equivalent to a result of 4.40 on the
scale used in the first questionnaire). In response to item 14 ("what
is your overall evaluation of tne course?"), three out of five students
chose a rating of 1 and the two other students chose a rating of 2.
Ine mean rating for this item was 1.40 (equivalent to a 4.47 on the
scale of the other questionnaire)
.
The various mean ratings presented above are consistently high
relative to the scale used in each case. These findings indicate that
student's overall reactions to the experience were quite positive.
Personal growth: student self-ratings
. Or. their self-evalua-
tions, students rated their own "self-growth perception" (no. 1 in
Appendix K) . Every student responded with a 5, the highest possible
rating. Similarly, the first course evaluation asked students to rate
their "own personal growth and learning during and as a result of this
course" (no. 13 in Appendix J) . Again, every student responded with
the most positive alternative, "a great deal." Clearly, students felt
that they had grown and learned by participating in this study.
Student evaluation of the experience; summary . Students' rat-
ings of the course and their own growth are consistent with the author's
observations. The students seemed to become increasingly excited about
their successes at the camp as the season progressed and this increas-
ing excitement is apparent in the excerpts from student logs shown in
Chapter III. A typical comment in response to item 15 on the course
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evaluation, shown In Appendix J,ls: "great course - should be enlarged
and continued - Invaluable learning experience In human relations."
One student’s positive reaction to the course Is very fully described
in excerpts from the article he wrote for the college newspaper which
are shown at the end of Chapter V.
In summary, then, the students' reactions indicate that the study
was valuable to them as an educational experience. The author's third
general prediction (that "the students would report positive feelings
about the experience at the end of the study, including the feeling
that they had grown and learned a great deal") is fully supported by
the data on student evaluation of the experience.
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CHAPTER V
CONCLUSIONS
This chapter starts with a summary of the major results presented
in Chaptei IV. Recommendations are then made for further study. Fin-
ally, the implications of the study's findings are outlined.
Summary of Results
This study was an attempt to blend theory and practice through
the integration of two college courses in the social sciences. The
author predicted that, if the study was successfully implemented, it
would be a very effective learning experience for all participants,
both students and campers. The effectiveness of the learning experi-
ence for the students was to be determined by the outcome of two of
her general predictions concerning students' behavior and reported
feelings. The study's effectiveness for the campers was to be checked
against the outcome of her prediction that camper skills would improve.
Data on the leadership styles of the instructor and the students,
the summary of changes in student and camper behavior presented in the
Camp Flow Chart, and data on student performance all indicate that the
study was, for the most part, successfully implemented. Findings on
improvements in campers' skills were impressively consistent and in-
dicate that the study was an effective learning experience for the
campers. Students' reported feelings about the overall experience
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ranged from moderately to maximally positive while they unanimously
agreed to maximum ratings on their personal growth. Clearly, the stu-
dents felt the study was an effective learning experience for them.
Data on students' behavioral demonstration that they were both learn-
ing ana practicing theory are only partial. Relevant available data
on changes in their leadership styles and on their performance in gen-
eral all point toward a successful outcome in this area.
In summary, the study was quite successful. This integration of
theory' and practice in college- level social science was both effective
as an educational and growth experience for the students and productive
in terms of its impact on some of the less fortunate inhabitants of
the real world,' In fact, the immediately obvious productivity of
the work was certainly a factor in the students' motivation to perform
well
.
Clearly, any further attempts to study the integration of theory
and practice in higher education should preserve this feature. Prac-
tice experience should have a clearly positive impact on the "real
world" in order to be fully meaningful. Although the author would
suggest the retention of this and many other salient features of this
study, the following section outlines the changes she would recommend
for further study.
Recommendations for Further Study
Any similar attempt to integrate theory and practice in an edu-
cational experience should certainly be preceded by more time for
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planning. Many of the limitations of this study steamed directly from
the fact that the study grew out of an "on-the-spot" opportunity. Any
practice experience which involves the attempt to effect major behav-
ioral changes should also be scheduled over a longer time period. If
retarded children are the subjects, then better facilities and equip-
ment than those described in this study should be sought. Students
should also be provided with training in special education from the
start of any similar project.
The author feels that campers could have made even greater
progress if their individual deficiencies had been "targeted" earlier
and if more rewards had been given for improvements in these areas.
As it was, students spent the first two weeks of the camp season with
virtually no goals for the campers and were then absorbed by improving
camper behavior on Growth Record categories for the next two weeks.
They did not really focus oh individual deficiencies not covered by
the Growth Record until the last two weeks of camp. Since the students'
freedom to set camp goals was an integral part of the study, the author
would not advocate direct interference by the implementor of the study.
The early presentation of training in special education with an emphasis
on the individual needs of the children would probably be sufficient.
The author would further recommend various improvements in the
collection of data. All the data in this study consist of observations
end ratings by participants in the study. Although it was imperative
that the author observe the camp situation, her observations could have
been checked against those of an unbiased outside observer. Students'
motivation to help the campers depended, in part, on the fact that the
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students went through the process of rating them. Again, unbiased out-
side observers could have rated campers as well. Furthermore, more
than one student could have rated each camper throughout the camp
season to correct for individual differences among the students in
their understanding of the Growth Record categories and rating scale.
Similarly, self-ratings, which were part of the learning experience
preoenteo by the study, could have been checked against ratings by un-
biased others.
Any similar study should use standardized test instruments
wherever possible. Normative data and information on the reliability
and validity of the tests used would have been very helpful in inter-
preting results. The possible exceptions to this suggestion are stu-
dent-developed Growth Record and Self-Evaluation. The students' active
role in creating these forms was part of their growth experience and
seemed to increase their commitment to both the overall project and
the use of these forms. Perhaps, in a longer study, there would be
time to refine and pilot test "home-made" tests.
The author would further recommend that initial data on instruc-
tor, students, and practicum subjects be collected at the very begin-
ning of any similar study. Under the circumstances of this study, a
full third of the time had passed before data collection instruments
were organized or developed. This necessitated retrospective ratings
on the campers' first-week behavior. Students also rated changes in
the instructor's leadership style retrospectively at the end of the
study. These last ratings were very difficult to interpret and the
author recommends avoiding such techniques through pre-planning.
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The author further recommends that some additional data be col-
lected. Information on behavioral changes which are not necessarily
"linear," such as changes in leadership behavior, would have been in-
creased by adding a mid-point measure to initial and final measure-
ments. The test students took could have covered the theoretical mate-
rial of the course more thoroughly. Also, author's observations of
individual students could have included more specific information on
instances in which each student was clearly implementing theory he had
learned. Students could have rated their own performance at various
points in the study for more convincing data on student growth.
Finaxly, similar studies should be run with a variety of student
and subject populations to determine whether or not the success of the
techniques employed is limited to this particular combination of popu-
lations. In order to clarify the implications and conclusions that
can be drawn, similar studies should also include control groups. In
fact, a variety of study designs, including a variety of control groups,
would be needed to clarify different implications; possibilities are
discussed j.n the following section.
Implications of the Study
The success of this study certainly suggests that very similar
blends of college-level study in leadership theory and practicum ex-
perience with retarded children would be productive. The findings of
this studv are immediately useful for direct application in this
specific situation and, hopefully, the process of any suen effort would
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be documented. In fact, the effectiveness of the blending could be
gauged by research effort in which control groups of students would
experience either study in leadership theory or practicum experience
with a similar group of retarded children. Although holding situation-
al factors constant across groups might be difficult, if well-designed,
such a study would probably show some very interesting differences in
results for the "blend" and "non-blend" situations.
This study also has implications for training in the social
sciences, both within higher education and in other sorts of adult
learning experiences. If practice experience is the original training
goal, then related theory and specific applications of theory to the
situation should definitely be included to broaden the learners' base
of experience. Conversely, where theoretical knowledge is the original
training goal, meaningful and appropriate practice experience should be
added wherever possible. The widespread adoption of this practice in
higher education would probably answer some of college students' con-
cerns about the irrelevancy of the traditional education they receive.
Smaller-scale changes in higher education already seem to be underway
but the full incorporation of this practice into college-level social
sciences would require a significant re-structuring of the concept of
academic training in these fields. Clearly, further study must be done
to determine which social science learning experiences can be made more
effective by the addition of theory or practice experience and specif-
ically, what theory or practice experience is most useful in each situ-
ation.
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Although the success of this study generally implies support for
the various theories implemented, it is impossible to say that any one
of the theories has been validated by successful application since a
blend of theory was used throughout the study. Very different research
designs should be used to validate the individual theories used in this
study
.
However, the fact that the blend of theories used was successful
has implications for training in special education. Perhaps this blend
of theories, with its emphasis on the Hersey-Blanchard Life Cycle
Theory of leadership, should be introduced into the academic training
of future special education teachers and leaders along with an oppor-
tunity for practice experience. Nonacademic training in special educa-
tion (e.g., on-the-job- training) might also benefit from the inclusion
of this blend of theories. In fact, if this study has uncovered a new
and useful approach to work with retarded children, this is the situa-
tion in which it could have the greatest possible impact - in the train-
ing of people who work with these children every day on a continuing
basis. Again, further study is clearly needed. Refinements on the
blend of theories presented here should be tested in various situations.
Another useful study design would include several control groups of
learners implementing equally feasible blends of theory and one control
group implementing no theory. In this way both the motivational effect
of attempting to implement any theory and the specific relative effec-
tiveness of this blend of theory could be determined.
Finally, this study has implications which are more humanistic
than scholarly in the unique growth opportunity it offered to all par-
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ticipants. The camp situation seemed to expand the children’s con-
sciousness and life experience in ways that could not be measured di-
rectly. There is little question about the relevance or impact of the
experience for the individual students. At least three out of five of
the students have made careers of working with "exceptional" people as
a direct result of this experience. One is the director of a sheltered
workshop and a second works as a classroom teacher in another sheltered
workshop. Both work with the mixture of exceptional people common in
such workshops. The third (and least likely, Bill) works as a teacher
in a private school for emotionally disturbed boys. (Follow-up efforts
on the other two students have been unsuccessful and their current
occupations are unknown.)
The reactions of one student are clearly and fully described in
the following excerpts from the article he wrote for the October, 1972
"Pierce Arrow," the Franklin Pierce College newspaper. Jim, in his
own very human way, has touched on many of the study's implications:
"This summer I had the unfortunately rare opportunity of being
enrolled in Prof. Vandersluis' "Workshop in Leadership Training."
I say unfortunately rare because this is the first opportunity
I have had to apply a course in theory directly to a human situ-
ation.
I must say that my initial reasons for enrollment were not as
humane as it would appear. My feelings upon completion however,
were predicated upon personal fulfillment and an earnest desire
to continue with my work. ...
The course consisted of two distinct parts - one was a study in
methods of group leadership applied to exceptional people. By
exceptional people 1 mean those that have some type of limita-
tion, be it physical or mental. Special education comprises a
wide range of "abnormalities." Basic to these are mental re-
tardation, physical handicaps, and emotional disturbance. ...
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The bulk of the course dealt with motivation theory, needs
analysis and leadership style. The "other part" of the course
dealt with the application of these principles as they were
implemented into the camp situation.
Group interaction was stressed as a means of equalizing the
teacher with the students. This application of our theory class
took the form of counselling at a camp for culturally deprived,
mentally retarded children.
What transpired from the first day to the last was a beautiful
story of dedication, love and yes, even education - an education
far more priceless than from books or charismatic professors. ...
Our consultant, Miss Lambert, who taught Special Education for
fourteen years was a tremendous help in suggesting learning
techniques. The. camp consisted of a back yard roughly half the
size of the cafeteria. There was also a relatively large swim-
ming pool to the rear of the yard. This area was a donation
from a resident of Peterborough whose daughter was retarded.
The matriculation of the camp on that first day was roughly
twenty campers. All of these kids had two things in common -
one was that they were all mentally retarded and the other was
that too few people gave a damn. Most of them came from shacks
and makeshift homes in the area. I will never forget the day I
picked up one of our smallest campers - he lived in a house (?)
comparable only to the most slovenly debased shack in the
Appalachians. The windows were boarded up with two by fours.
There was no heating whatsoever and the most outstanding feature
was the filth. There were more animals living in the house than
people. The decay on the child's teeth had engulfed his gums
for he never heard of a dentist, no less a physician. The sick
part of that experience was that it wasn't unique. As I was
soon to learn most of the other campers shared the same heritage.
My first reaction was one of complete surprise. The cohesiveness
of the group was literally astonishing. I had never before seen
such a cooperative, well-coordinated group of children. I
wondered if it was merely a result of their retardation but my
doubts were soon dispelled as I gradually came to know them in-
dividually. It was truly remarkable to note the dedication to
each other that was exhibited during my internship. Those kids
knew their problem and they sympathized with each other. There
was no laziness, pleas for sympathy or acting out that is usually
prevalent among "normal" children. This was indeed a group in
every sense of the world. My reception was warmly gratifying.
As I learned of each child's limitation I began to understand
their lot in life. I became increasingly aware of the
tremendous
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need for trained workers in this area. Remarkable talent laydormant in the bodies of these courageous children. 1 realized
self-actualization ccuil not be possible without the help ofdedicated personnel in this field. Many of these kids were
perfectly capable of handling jobs a "normal" child could handle.
AH- they needed was the impetus and training.
With the added help of Professor Vandersluis we proceeded to
work individually with these kids. She not only served in an
advisory position but moreover she participated in our activi-
ties. It is gratifying to note that there are teachers still
around dedicated to improving the human condition.
The growth that took place during those six weeks cannot be ex-
hibited in a grade. To see one child learn to tie his shoes
was worth more than any grade. I'm only sorry that it took me
this long to realize that.
As the weeks progressed it became apparent that these children
would need continual love and training in the rudiments of
life. I realized that we would be leaving and with our depart-
ure a void would appear, a void that could only be filled by
love arid continued reinforcement.
Professor Vandersluis instilled in us a sense of dedication
that is hard to describe in words. She taught us that the
field of psychology is a lot more than Freud, Jung, or Alder.
The affinity each participant held for each other can only be
exhibited in the fact that each of us is either working directly
in the field or involved with Miss Van. in the cause.
It is important to emphasize the principal in this story, namely
the kids. If you could put down your books and open your eyes
you would see a need so overwhelming as to constitute a life of
dedicated services. The need exists in all areas of Special
Education. For what is more humane than helping a crippled
child to walk or supporting a retarded child through his first
name-calling experience? It is easy to say what should be done,
but to do is in another language.
I hope I have given you some insight into the plight of the
handicapped. My purpose was two-fold: first, to show the need .
for more courses like Workshop in Leadership Training where
application is primary and grades secondary, and second to hope-
fully give you some insight into the complex problems that govern
the lives of the handicapped. If by this short piece I have
given you food for thought and thought only, I have not accom-
plished my goal. If, however, one of you visits the Monadnock
Workshop or a similar instruction we have taken a step in favor
of life."
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APPENDIX A
THE MANAGERIAL GRID
P i ea s e a nswer this A 1 1 i tude Survey before you turn a ny pa ge s
Instructions: For each of the statements below (1, 2, 3, 4, 5) select
the alternative which is most characteristic of your attitudes or
actions and place a ''5" by that alternative, then place a "4" by the
attitude or action which is second, and so on, until you have ranked
all five alternatives under each statement. Do not give the same
rating to two or more alternatives under the same statement. Indicate
your answers in the spaces provided. Be honest.
1. As a supervisor concerned about planning for production or selling
of the product:
a. I plan, develop and interpret policies with the major
objective in mind of keeping the morale of my subor-
dinates high.
b. After consulting with my subordinates, I interpret the
requirements of organizational policy and develop the
final plan.
c. I plan and/or interpret the objectives of the organiza-
tion for my subordinates so that they fully understand
what the organization requires of them.
d. My subordinates and I jointly plan, develop, and inter-
pret policies so as to integrate the requirements of
quality and productivity with our needs as workers.
e. 1 rely primarily on my immediate supervisor for plans
and interpretations of organizational policies and pass
them on to my subordinates as clearly as I can.
2. When conflict arises:
a. I bring the people together who are involved and use a
team approach to work out differences.
b. I suppress by the use of authority that I have.
c. I try to smooth over the conflict and keep everyone
happy
.
d. I work for a blending of different positions.
e. I avoid the issue and do not get involved.
(Continue on to next page)
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3.
When decisions have to be made:
a. I use my own skill and knowledge and make the decision.b. I completely avoid the problem and let someone else
make the decision.
c. I sample ideas and opinions of my subordinates so thedecision will be acceptable.
d. I manipulate and compromise with my subordinates, then
sell my final solution.
e * 1 use a team effort of debate and deliberation by those
who have relevant facts and knowledge to contribute in
reaching the decision.
4.
In order to achieve my major responsibility as a supervisor, I use
the following guiding slogans:
a. In order to achieve production goals, workers must
produce or perish.
— —
k* I try to achieve a balance between production and human
relations, which is a "be firm but fair" policy.
c * 1 use participation and involvement of people and their
ideas because people support what they help create.
d * I see to it that procedures established in the past are
carried out.
e * I try to achieve harmonious, positive relationships
between people and the work situation.
5.
In evaluating the performance of my subordinates, I level with them
in the following manner:
a. I remain silent unless specifically requested by my
superiors to evaluate my subordinates.
b. I always stress the good qualities of my subordinates.
c. I always tell them the truth pointing out both strengths
and weaknesses.
d. I weigh every word making sure that the subordinates
understand the reason for the evaluation.
e. I tell them what is wrong and what must be done to
correct their faults.
(Continue on to next page)
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DIRECTIONS FOR SCORING
Fill in tne "answer numbers"
is Question 1; fill in downwards;
fill in the number you gave in "c
you gave in the blanks below. "Ql"
put in the "number" you gave in "a;"
etc. Then go to Question 2.
Rating Table
Ql Q2 Q3 Q4 Q5 Point
Total
(Add
Across)
Highest total points indicates what style of leadership you use.
Leadership Style
A equals 1-9 manager
B equals 9-1
C equals 1-1
D equals 5-5
E equals 9-9
APPENDIX B
LEADER OPINION QUESTIONNAIRE
The following items describe aspects of leadership behavior.
READ each item carefully. THINK about how frequently you engage
in the behavior described by the item when you are the leader of
a work group. DECIDE whether you would be likely to behave in the
described way always, often, occasionally, seldom or never. CHECK
the appropriate column to show the answer you have selected.
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APPENDIX B
LEADER BEHAVIOR
1. I make my attitudes
clear to the group
2. I uo personal favors
for subordinates
o
H
0/
>
o
C
3. I try out my new
ideas with the group
A. I do little things
to make it pleasant
to be a member of
the group
5.
I rule with an iron
hand
6.
I am easy to under-
stand
7.
I speak in a manner
not to be questioned
9. I criticize poor
work
11.
I assign subordin-
ates to particular
tasks
8.
I find time to
listen to subordin-
ates
10. I mix with subor-
dinates rather than
keeping to myself
12.
I look out for the
personal welfare of
individuals in my
group
13.
1 schedule the work
to be done
15. I maintain definite
standards of per-
formance
17. I emphasize the
meeting of dead-
lines
19. I encourage the use
of uniform proce-
dures
1A. I explain my actions
to subordinates
16. I consult subordin-
ates before action
18. I back up subordin-
ates in their action
20. I treat all subor-
dinates as equals
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DIRECTIONS FOR SCORING
Total checKS in each column of the previous page and enter in square
below each column. Ihe columns on the left hand represent the
Initiating Structure values. The right hand columns represent
Consideration values. Record the column totals in the Initiating
Structure and Consideration boxes below. Multiply each of these
totals by the weighting factors indicated. Add these for a grand
total representing the Initiating Structure value and Consideration
value
.
Initiating Structure Considerat ion
Always x 4 *=
Often x 3
Occasionally x 2 =
Seldom x 1 -
Never x 0 -
Total
Always x 4 *
Often x 3 «
Occasionally x 2 >
Seldom x 1 *>
Never x 0 «
Total
LOCATING ONESELF ON THE OHIO STATE MODEL
Directions: In order to locate oneself in one of the four quadrants
of the Ohio State Model below examine your score for I ni t ia t ing
S t rue t ur
e
. I f this score is 40 or above you would be considered high
on that dimension; if it is below 40 you would be considered low on
that dimension. For Consideration
. If this score is 40 or above you
would be considered high on that dimension; if it is below 40 you
would be considered low on that dimension. In which quadrant does
your score place you?
40
I
I
(High)
R
c
o
CO
p
A)
High
Consideration
and
Low Structure
High Structure
and
High
Cons ideration
•o
High Structuret4
V)
e
Low Structure
and and
u Low Low
(Low)
Consideration Consideration
Initiating Structure
APPENDIX C
INSTRUCTOR/AUTHOR ' S LEADERSHIP STYLE WITH STUDENTS:
RATINGS BY STUDENTS ON TASK AND RELATIONSHIP
1st Week 3rd Wee
k
5th Week End
Students T*-R** T-R T-R T-R
#1 9-3 8-6 5-8 2-9
#2 9-1 9-5 9-9 1-1
#3 9-1 5-3 9-9 9-9
#4 9-1 7-3 9-9 1-9
#5 9-1 9-4 4-9 1-9
Mean 9. 0-1.
8
7 . 6-4 . fa 00001CM 2. 8-7.
4
*"T" is the rating for "task" on a scale of 1-9.
**"R" is the rating for "relationship" on a scale of 1-9.
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APPENDIX D
LEADER BEHAVIOR DESCRIPTION QUESTIONNAIRE
READ each item carefully. THINK about how frequently the leader
engaged in the behavior described by the item. DECIDE whether he
always, often, occasionally, seldom or never acts as described by the
item. CHECK the appropriate column to show the answer you have
selected.
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APPENDIX D
SUPERVISOR BEHAVIOR
always
often
occasionally
{
seldom
never always often
occasionally
seldom
never
1. He makes his atti-
tudes clear to the
group
2. He does personal
favors for subor-
dinates
3. He tries out his
new ideas with the
group
4. He does little
things to make it
pleasant to be a
member of the group
5. He rules with an
iron hand
6. He is easy to
understand
7 . He speaks in a
manner not to be
questioned
8. He finds time to
listen to subor-
dinates
9. He criticizes poor
work
10. He mixes with sub-
ordinates rather
than keeping to
himself
11. He assigns subor-
dinates to partic-
ular tasks
12. He looks out for
the personal wel-
fare of individuals
in his group
13. He schedules the
work to be done
14. He explains his ac-
tions to subordin-
ates
15. He maintains def-
inite standards of
performance
16. He consults subor-
dinates before
action
17. He emphasizes the
meeting of dead-
lines
18. He backs up subor-
dinates in their
action
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always often
occasionally
seldom
nevei
always often
occasionally
seldom
never
J
19. He encourages the 20. He treats all sub-
use of uniform pro-
cedures
ordinates as equals
21. He makes sure that 22. He is willing to
his part in the or-
ganization is under-
stood
make changes
23. He asks that subor- 24. He is friendly and
dinates follow
standard rules and
regulations
approachable
25. He lets subordin- 26. He makes subordin-
ates know what is ates feel at ease
expected of them when talking with
them
27. He sees to it that 28. He puts suggestions
subordinates are made by his group
working up to
capacity
into action
29. He sees to it that 30. He gets group ap-
the work of subor- proval in import-
dinates is coordin- ant matters before
ated acting
TOTAL TOTAL
DIRECTIONS FOR SCORING
Total checks in each column of the previous page and enter in square
below each column. The columns on the left hand represent the
Initiating Structure values. The right hand columns represent
Consideration values. Record the column totals in the Initiating
Structure and Consideration boxes below. Multiply each of these
totals by the weighting factors indicated. Add these for a grand
total representing the Initiating Structure value and Consideration
value.
Initiating Structure Consideration
Always x 4 -
Often x 3 =
Occasions ily x 2 =
Seldom x 1 =
Never x 0 =
Total
A lways x 4 =
Often x 3 =
Occasiona 1 ly x 2 =
Seldom x 1 =
Never x 0 =
Tota 1
APPENDIX E
CAMP DIRECTOR'S LEADERSHIP STYLE WITH OTHER STUDENTS:
L.B.D.Q. SCORES FROM RATINGS BY OTHER STUDENTS
2nd Week End
Students I .S .*-Con.** I . S . -Con.
Bill 45-47 48-54
Bruce 48-50 43-57
Jim 33-40 44-53
Peter 39-43 42-56
Mean 41.25-45.00 44.25-55.00
*MI.S." is score for "initiating structure" on a scale of 0-60
**"Con." is score for "consideration" on a scale of 0-60.
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APPENDIX F
GROWTH RECORD
Camp Um-Gow-Wa
Name:
Age: Height: Weight:
Key: N--Never S--Seldotn 0--Occassional Ly F-- Frequently
A- -Most of the Time
1st 2nd 3rd 4th 5th 6th
Week Week 'Week Week week Week
PERSONALITY GROWTH
Ability to Communicate
Assumes Responsibility
Manners
Attentiveness
Follows Directions
Works for Improvement
Initiative & Creativity
Works Well with Others
Cooperation with Total Group
PHYSICAL GROWTH
Swimming
Ability to Change Clothes &
Dress Correctly
Ability Lo Walk a Straight
Line
OVER-ALL GROWTH
-
_
Comments
:
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APPENDIX G
RATINGS (1ST AND 6TH WEEKS) FROM CAMPER CROWD! RECORDS
Category Number* Camper
a
i 2 3 4 5 6 7 8 9 10 11 12 leans
Mean
Dlff
.
Rank
1 4/5 4/5 3/5 4/4 4/4 4/4 3/4 4/4 4/4 5/5 5/3 5/5 ..08/
4.50
+ .42 17
2 2/5 3/5 3/5 3/4 3/5 3/5 3/5 3/4 3/5 4/5 5/5 5/5 3.33/
4.83
+1.50 9.5
3 2/5 2/4 3/5 2/5 3/5 2/4 1/4 2/5 2/5 2/3 4/5 3/5 2.33/
4.58
+2.25 3
4 2/5 2/5 2/5 2/5 2/5 2/5 2/5 2/5 3/5 2/5 4/5 4/5 2.41/
. 5.QQ
2.58 1
5 3/4 1/1 3/3 3/4 3/4 2/2 2/2 3/4 3/4 3/4 3/4 3/3 2.47/
3.25
+ .58 16
6 3/5 3/5 3/5 3/5 3/5 3/5 3/5 3/5 3/5 2/5 5/5 3/5 3.25/
5.00
1.75 8
7 1/3 1/5 3/5 3/5 3/5 3/5 3/5 4/5 4/5 1/2 4/5 5/5 2.91/
4.75
+1.83 7
S 2/4 1/1 3/4 2/5 3/5 3/4 3/4 3/5 4/5 1/2 2/4 2/4 2.42/
3.92
1.50 9.5
| 9
2/3 2/5 2/3 2/5 2/5 2/5 2/5 2/5 2/5 2/5 4/4 3/5 2.25/
4.75
+2.50 2
i
10 • /5 4/3 4/5 4/5 4/5 4/5 4/5 4/5 4/5 4/5 4/5 4/5 4.00/
5.00
+1.00 14.5
1
W> 11 2/4 1/2 3/5 2/5 2/5 2/4 2/3 4/5 4/5 1/4 2/4 1/4
2.17/
4.17
+2.00 5.5
12 2/3 2/3 3/4 2/4 2/3 2/3 2/3 2/4 2/4 5/5
5/5 2/4 2.58/
3.75
1.17 13
13 2/3 3/5 3/5 3/3 2/5 3/5 3/5 3/5 3/5 2/5
3/5 2/5 2.67/
4.83
+2.17 4
1A 2/5 3/3 5/3 4/4 4/5 4/5 3/5 3/5 3/5 1/3
3/4 2/4 3.08/
4 .42
+1.33 n
13 2/5 2/3 2/3 2/5 2/3 3/5 3/5 3/5 3/5
4/5 5/5 5/5 3.00/
5.00
+2.00 5.5
It 2/3 1/1 1/2 2/2 2/2 2/2 1/1
2/2 2/2 5/5 5/5 2/3 2.25/
2.50
+ .25 18
17 3/5 1/3 4/5 3/4 3/4 1/3 1/3
4/5 4/4 5/5 5/5 4/4 3.17/
4.17
+1.00 14.5
18 2/4 1/2 2/4 2/4 2/4 2/3
2/3 3/4 3/4 3/3 2/3 3/4 2.25/
+1.25 12
Means 2.33/
3 4.44
2.06/
3.56
2. 89/
4.56
2.67/
4.44
2.72/
4.50
2.61/
4.11
2.39/
4 . 0C
3.00
4.5
3.11
6 4.5
2.89
4.1
3.39
1 4.6
3.33
7 4.4
2.82/
4.33 Means
JlKcan +2 . u 1.50 1.67 1.78 1.78 +1.5C +1.6 +1.56
+1.4 4 +1.2 2 +.78 +i.i i3—
Rank 1 7.5 4 2.5 2.5 7.5
5 6 9 10 12 ii
l.t w„.k/
Kt
' 6th week
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Name:
APPENDIX K
STUDENT SELF-EVALUATION
(Rate on a 1-5 scale)
1.
Self growth perception:
2.
Class participation:
Attendance
Discussion
Leadership
Art of listening and responding
Relationships
3. Group Interaction at camp:
Art of listening and responding
Cohesiveness
Task orientation
Team effort
Contribution
Consideration
Relationships
4. Innovation (thinking of special projects and activities, general
originality) at camp; rate effectiveness and specify:
5.
Assumption of responsibility:
In class
_
At camp
b
.
How would you describe your own
with the campers at the end of
for both tack and relationship.
predominant style of leadership
camp? Rate yourself on a 1-9 scale
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APPENDIX I
CONCEPT CLARIFICATION EXERCISE
The hook MANAGEMENT OF ORGANIZATIONAL BEHAVIOR provides a state-
ment of the general frameworks underlying many concepts that will be
discussed during the seminar. This multiple choice exercise should be
completed after you read MANAGEMENT OF ORGANIZATIONAL BEHAVIOR. It is
to help clarify your understanding of the concepts prior to the
seminar. You may refer to the book as you answer the questions.
Select the one best answer, even though others may not. be wrong.
CHOOSE ONLY ONE .
1. The concepts set forth in MANAGEMENT OF ORGANIZATIONAL BEHAVIOR
apply to
a. capitalistic systems only, since they return a profit or can be
measured in economic terms
b. organizations which have a production or service purpose
c. managerial members of an organization who have more than a
high school training
d. industrial situations, especially where production can be
measured
e. any number of people who are either formally or informally
grouped
2. An individual's ability and his motivation will have an impact on
a. incentives
b. performance or achievement
c. the "mainsprings of action"
d. "hoped for" rewards
e. mobility
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3. Motives are
a. "hoped for" rewards
b. outside the individual
c. incentives
d. the "whys" of behavior
e. a ar.d d
4. The activity in which a person engages depends upon
a. the compensation
b. the need with the greatest strength
c. status
d. the individual
e. the situation
5. Availability
a. tends to be associated with incentives (goals)
b. is perceived probability of satisfying a particular need
c. is the perceived limitations of the environment
d. a and c
e. a and b
6. As one engages in goal-directed behavior, i.t tends to
a. increase the strength of the need
b. decrease the strength of the need
c. satisfy lower level needs
d. frustrate the need
e. a and c
239
7. The Managerial Grid implies that the most desirable leader behevior
is
a. re].3tionships-oriented
b. team management
c. high task and high relationships
d. fc and c
e. none of the above
8. Increased participation in decision-making
a. will always have a positive influence on workers
b. tends to be effective in our society
c. is not universally effective as a management practice
d. all of the above
e. b and c
9. As the prevailing management style of an organization advances
from system 1 to system 4, (Likert) it moves
a. from Theory y to Theory x assumptions
b. from encouraging and developing mature behavior to fostering
immature behavior
c. from emphasizing only hygiene factors to recognizing and
helping to satisfy the motivators
d. from relationship-oriented to task-oriented management style
e. none of the above
10.
Achievement of organizational goals is linked to
8 . the satisfaction of the needs of workers
b. capital
c. the degree of cooperation between labor and management
d. the degree of conflict between organizational, management
and
employee goals
e. size of the organization
The Trt-Dlmensional Leader Effectiveness Model uses which of the
following dimensions
a. the leader
b. the follower
c. the other situationai variables
d. all of the above
e. none of the above
A leader might be effective in a given situation
a. if he is high on relationships behavior
b. if he is high on both task and relationships behavior
c. if he is low on both task and relationships behavior
d. all of the above
e. none of the above
The "best" stylo of leader behavior is
a. high task and high relationships
b. high relationships
c. high task
d. low task and low relationships
e. none of the above
Rate Busters are sometimes not tolerated by informal work groups
because
a. the informal leader perceives them as a threat to his power
b. they weaken the group and its power with management
c. they are often very unfriendly and are not likeable
d. they encourage work restriction
e. none of the above
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15.
McGregor's Theory X assumes that
&. work is as natural as play, if the conditions are favorable
b. self-control is often indispensable in achieving organiza-
tional goals
c. people can be self-directed and creative at work if properly
motivated
d. motivation occurs only at the physiological and security level
e. none of the above
16,
In the final analysts, leader- follower relations within an
organization are defined by
a. the authority structure within the organization
b. written or unwritten job descriptions
c. a leader's assumptions about himself as well as his inter-
pretation of the behavior of followers
d. policies formulated at the top and implemented lower down in
the organization
e. the nature of the product or service produced
17.
The Tri-Dimensional Leader Effectiveness Model is concerned with
fi, the degree of production obtained within an organization
under different styles of leadership
b. the degree that the needs of people, as measured
against
production are actually met
c. how people accomplish organization purpose
through hierarchy
d.
e.
Il.tlngul.hlng, In any given situation, how much
production
£ obtained on the one hand, and how much
consideration is
jiven to people on the other hand
the way In which authority Is used to control
people within
an organization
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18. A long tern consequence of production centered leadership (High
Task) in our culture ha9 tended to be
a. a stable relationship with the union which develops respect
for management ' s interest in maintaining production
b. close to full realization of human potential in a production
setting
c. an increased need for technically trained managerial personnel
d. a shift toward apathy and indifference in the work force
e. long term, small but steady increase in production
19. Leadership behavior which integrates the needs of the organization
and the needs of the individual
a. is the most effective leader behavior style
b. may be the most effective leader style if it fits the person-
ality of the leader
c. may be ineffective in some situations
d. is the most effective style when used in our culture
e. is the most effective leader style for use in industry in
Nigeria
20. The effectiveness of a basic leader behavior style depends on
a. the situation in which it is used
b. the leader's success in getting followers to accomplish a
given task
c. the appropriateness of this behavior style to the situation
d. net profits obtained for the company
e. the extent to which the leader satisfies the requirements
and
objectives of his position
21,2
21. The four effective and the four ineffective leader behavior
styles arc in essence
a. a measure of a loader's performance
b. the intervening variables which reflect the current condition
of the internal state of the organlrnt ion
c. measured by productivity or output
d. how appropriate a leader's basic style is to a given situation
as seen by his followers, supervisors, and associates
e. how they arc perceived by superiors
22. Leadership ia
a. the process of Influencing the activities of an individual or
group in efforts toward goal achievement in a given situation
b. the process of working with or through people in an effort to
‘ accomplish organ! /at ion goals
c. being responsible for the work of at least one other person,
with formal authority over that person
d. the accomplishment of individual goals
c. the accomplishment of organization goals
23. A leader's behavioral style is
a. the way the lender behaves in a leadership situation
b. the way others perceive the leader's behavior in a leadership
situation
c. the effectiveness the lender attains in accomplishing organi-
zation goals
d. the ability of the leader to reconcile organization and
personal goals
e. the ability of the loader to reconcile follower goals and
organization goals
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24. Leaders with low ability to vary their behavior styLe
a. are ineffective leaders
b. may be effective in routine, bureaucratic situations
c. may be ineffective in situations requiring non-routine deci-
sion making
d. may be effective if the situation is appropriate to their
behavioral style
e. are effective leaders
25. A leader with a wide range of behavioral style (adaptability)
a. is an effective leader
b. to be effective must diagnose the needs of the situation
c. tc be effective must be able to change his behavioral style
d. to be effective must be able to adapt his behavioral style to
the needs of the situation
e. may be an ineffective leader
26. Diagnc»3ing a leadership situation to determine the appropriate
behavioral style involves
a. the behavioral expectations of superiors, associates and
followers
b. knowing the range of organization behavior expectations
c. the overlapping personality and expectations of all impoitant
situational elements in the environment
d. tho behavioral styles of superiors, associates and followers
e. knowing Job requirements
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27.
28
.
29 .
To increase leadership effectiveness in the short run
,
a leader
a. must change his leader behavior style
b. raus t increase his range of leader behavior style adaptability
c. may clarify his basic leader style to his followers to thus
assure their understanding of his style
d. may change the behavioral style of his followers
e. should clarify the organization's policies
The need structures of followers in our culture tend to
a. be basically physiological and safety, security needs
b. depend for their fulfillment on pay, incentive plans,
hospitalization, etc,
c. require high degrees of external controls
d. be increasingly belongingness, achievement, and development
of their potential
e. create negative reactive responses
A leader's high expectations for his followers
a. results in follower frustration and failure
b. results in high performance by the follower
c. causes the follower to try to justify his superior's good
estimate of him by high performance
d. is built on high trust and respect for the leader
e. is an effective leadership cycle
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30. The ineffective cycle of LOW EXPECTATIONS - LOW PERFORMANCE can be
changed
a. by firing the subordinate
b. by reinforcing positively, progressively improved performance
c. by the superior responding to the low performance of the
subordinate by high expectations
d. by the subordinate attaining high performance in the face of
low expectations by the superior to earn trust and respect
e. by negatively reinforcing poor performance
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APPENDIX J
FRANKLIN PIERCE COLLEGE
A STUDY IN EVALUATION BY STUDENTS
To the Student:
We believe that students of college age are old enough to form sound
and objective judgments. This study is an opportunity for you to
help your faculty with a trustworthy measure of their rating with the
students. You are expected to express your judgment frankly. Real
criticism is valuable but it is useless if it reflects undue spite or
grievances. Please be helpful by being as honest and as objective as
possible. Do not sign you name to this sheet.
NAME OF INSTRUCTOR:
COURSE:
1. Organization of course material:
Exceptionally well organized
Well organized
Average in organization
Loosely organized
Indefinite and confusing
2. Lectures:
Always interesting
Usually interesting
lit Idly interesting
Dull
Very dull
3. Ability to stimulate interest in subject:
Destroys interest in subject
Stimulates only enough to get by
Inspires mild Interest
Creates considerable interest
Exceptional in ability to stimulate interest
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4. Ability to explain:
Exceptional ability to clarify difficult areas
Does well explaining difficult points
Handles difficult points reasonably well
Has difficulty explaining difficult points
lacks ability to get across difficult points
5. Bias:
Has dogmatic and bigoted approach
Biased on certain subjects
Bias creeps in occasionally
Usually remains unbiased in presentation
Always presents information in unbiased manner
6. Attitude toward questions:
Usually skilled in drawing out questions
Usually encourages questions
Answers questions
Discourages questions
Permits no questions
7. Fairness in grading:
Always unfair
Often unfair
Occasionally unfair
Fair
Exceptionally fair
8. Nature of examinations:
Exceptionally fair
Almost always fair
Reasonably fair
Seldom fair
Never fair
9. Mastery of subject matter:
Knows nothing of subject
Not too well acquainted with subject
Adequate knowledge of subject
Well acquainted with subject
Exceptional mastery of subject
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10. Of all the instructors you have ever had at F.P.C., would you
place this one in the:
Upper 5th Upper 3rd Middle 3rd Lower 3rd Lower 5th
11. Overall evaluation of course:
One of the best I have taken
One of the better courses
Fairly good course
Poorer than many courses
A very poor course
Please give briefly your reasons for the opinion you checked.
12. How does the course rate as a "living- learning" experience in the
philosophy of the College?
Excellent Very good Good Fair Poor
13. On a 5-point scale, evaluate your own personal growth and learning
during and as a result of this course:
1 2 3 4 5
None Some Quite a bit Much A great deal
14. Kow would you rate the instructor as a leader according to the
life cycle theory of leadership? (Use a 1-9 scale for both task
and relationship.)
1st week 3rd week 5th week end
15. Comments. Add here any more specific comments you may have con-
cerning the characteristics covered in the above rating scales and
further comments that would be of value to the instructor.
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APPENDIX K
COURSE EVALUATION QUESTIONNAIRE
When answering the following questions use this rating scale:
1. highest possible evaluation, or an absolute yes for yes-no
type inquiries
2. very good evaluation, or a qualified yes
3. satisfactory evaluation, or sometimes yes, or maybe
4. unsatisfactory evaluation, or definitely no
5. the question DOES NOT APPLY to this class
1. Were the objectives of the course developed in an understandable
manner?
2 . Was. course content consistent with the objectives?
3. Were student responsibilities made clear?
4. Were the methods used in evaluating your work fair?
5. Has there been adequate provision for pursuing individual
interests
within the structure of this course?
6. Did the teacher take an interest in you as an
individual?
7. was the teacher effective in facilitating
class discussion?
8. Have written comments on returned papers or
spoken comments in
response to your presentations in class been helpful.
9. Did the teacher listen to and respect
ideas different from his own
10. Did the teacher seem to he enthusiastic
about teaching this course
U . Did the teacher inspire your confidence by his
knowledge of the
subject?
12. How suitable were the teaching
methods used?
13. what is your overall evaluation
of the teacher.
14. What is your overall evaluation
of the course?
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